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ABSTRACT

The purpose of this study is to investigate the relationships between effective school
characteristics and norm referenced standardized test scores in American-style international
schools. In contrast to schools in traditional effective schools research, international schools
typically have middle to high SES families, and display average to above average achievement.
Eleven effective school characteristics were identified and correlated with standardized test
scores for grades 4, 6, and 8 and high school SAT scores. Data was gathered from an online
teacher questionnaire designed for this study.
All eleven characteristics were present in high performing international schools while
frequent analysis of student progress, high academic expectations and positive school
environment were more prominent. Positive school environment, high academic expectations,
strong instructional leadership and cultural diversity were chosen as important characteristics of
an effective international school. Learning time is maximized was the only characteristic that
was significantly correlated with achievement and only in grades 4, 6 and 8. There was no
statistically significant relationship found between norm referenced test scores and the aggregate
effective school characteristics score.
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CHAPTER ONE: STATEMENT OF PROBLEM

Introduction
Over the last thirty years a large degree of educational research has focused on finding
and defining effective schools to guide school improvement efforts that many parents and
government leaders believed were desperately needed. Effective schools research attempts to
determine the specific whole school factors that are associated with effective schools while
school improvement research focuses on the manner in which schools can use those findings to
become more effective. Both traditions are inspired by the conviction that schools can make a
positive difference in the lives of their students. They are premised on the observational reality
that some schools perform better than others and that if we can define what separates the better
schools from the mediocre or bad schools teachers and administrators will be able to develop and
implement policies and procedures that will improve student achievement.
This research effort is extensive, international in scope, and supported by a number of
dedicated investigators throughout the world. The findings associated with these efforts and the
definitions of the characteristics of effective schools have been accepted and adopted by many
school administrators. A quick search of the World Wide Web will reveal that effective school
characteristics are regularly used as a blueprint for school improvement in both public and
private schools, in the U.S. and abroad. Some of the early researchers have turned their findings
into commercial programs that are sold to schools throughout the world with the claim, “Thirtyfive years of Effective Schools research has revealed strategies that empower schools and
districts to implement the long-term, systemic changes needed to ensure that every student
succeeds” (Lezotte and Pepperl, 1999). Unfortunately, almost all of the research in the field has
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been done in low socio-economic (SES) elementary schools and may not be valid or applicable
to all schools. The controversy surrounding the definition of the characteristics, research
designs, statistical analysis and conclusions, even for low SES schools is probably unknown to
many practicing school leaders.
The basis of this study originated during the researcher’s 23 year career in international
education. During this almost quarter century association with American style international
schools in six different countries and three different cultural regions, the Middle East, Asia, and
Central America, it was vividly apparent that the local international school was a special place
and of critical importance to the expatriates living and working overseas. These schools are
generally staffed by English speaking administrators and teachers. As a rule, they also accept the
validity of effective school characteristics even though traditional research has not included high
achieving schools or schools with students from high SES families that would typify the
international schools where they work.
Although the exact origins of Effective Schools Research as a field may be debated, there
is a general consensus in the literature that effective schools research, as we know it today was
developed in reaction to the seminal studies in the U.S. by Coleman, J. S., Cambell, E. Q.,
Hobson, C. J., McParland, J., Mood, A. M., Weinfeld, F. D (1966) and in the U.K. by The
Plowden Committee (1967). The Coleman Report concluded that when socio-economic
variables were taken into account the school had little effect on student achievement. These
conclusions were largely taken to imply that public schooling made little difference in the
educational lives of students and that socio-economic status was the determining factor in school
success. The subsequent report in the United Kingdom by The Plowden Committee (1967) and
the 1972 study of U.S. schools by Jencks (1972) a few years later came to similar conclusions,

2

lending credibility to Coleman’s findings. Effective schools research was born out of the
controversy surrounding these findings.
Many of the subsequent studies designed to challenge and even refute Coleman’s report
were conducted on low socio-economic urban schools that typically had a high number of
students that spoke English as a second or even third language. The schools in these early
studies were selected because their achievement results were better than otherwise expected
given their socio-economic make up (Edmonds, 1979). The question then arises, does the
efficacy of effective school characteristics hold true regardless of the socio-economic status
(SES) and student culture, or are they baseline characteristics of the average school and have no
real effect on high student achievement (Lamendola, 2002). American style international
schools, utilizing curriculum materials and instruction similar to U.S. public schools, provide a
unique venue to investigate this question as they also have culturally diverse student bodies, and
a significant percentage of the international school students do not speak English as a first
language. The similarities end there as the families who send their children to these atypical
schools are classified as high SES and have high academic aspirations for their children.
This study seeks to determine if American style international schools exhibit a high
degree of effective school characteristics. Drawing upon correlational methodology the study is
also designed to determine if there are relationships between effective school characteristics, as
perceived by the teachers and norm reference standardized test scores in this unusual set of
schools.
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Definitions
1. High performing schools: Schools where the majority of students score above the
national average on norm referenced standardized tests are considered for this study
as high performing. In international schools elementary and middle school students
normally take norm-referenced tests such as the ITBS. High school students take the
norm-referenced ACT and SAT. Students who opt to take AP or IB classes also take
criterion references exams in each subject they choose. For this research, elementary
/ middle schools with average standardized test scores in grades 4, 6, and 8 above the
50 percentile based on U.S. norms and high schools with SAT average scores above
the U.S. mean of 1026 were considered “High Performing”.
2. Effective Schools: The literature generally defines an effective school as one where
students are academically successful, based on standardized testing (Edmonds, 1979).
In fact, for several decades, the dominant measure of a school’s educational
effectiveness has been the standardized test (Stemler, 2001). Yet, standardized tests
do not assess many other pertinent factors, such as the perceptions of the staff, the
students, or the parents. A number of characteristics have been identified in the
literature that are commonly associated with “effective schools”.
3. Effective School Characteristics (as defined for this research)
a. Strong Instructional Leadership: The principal is actively involved in the
instructional process and develops instructional leadership in teachers. Teachers
are recognized as the instructional experts and are given the authority to make
appropriate instructional decisions. The basis for strong and effective instructional
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leadership is rooted in the identification of educational challenges and the
proposal of solutions by teachers and parents, as well as by the principal.
b. Clear and Focused Mission: Although the school adopts multiple goals, the goals
to ensure academic excellence and to educate all students are nonnegotiable.
c. Safe and Orderly Environment: Respect is observed among all administrators,
teachers, staff, parents, students and community members for people, property,
and self. When students do not exhibit a level of respect which is appropriate to a
safe and orderly environment and a positive learning atmosphere, they are guided
toward understanding the inappropriateness of their action and what appropriate
action is expected of them. This is accomplished in a cooperative effort by the
student, parent, staff, teacher and administrator.
d. Positive School Climate: A positive physical and psychological environment is
evident where the presence of strong, positive adult role models promotes
respectful and nurturing interactions between and among adults and students.
e. Climate of High Expectations: All students are expected to achieve at high
academic levels using established, measurable performance indicators. The
standards emphasize conceptual understanding and the application of knowledge,
skills, and processes.
f. Frequent Monitoring of Student Achievement: Student academic progress is
measured frequently by an assortment of assessment methods. Instructional
methodology, resources, and assessment measures are used by teachers and
administrators to guide instructional planning and implementation.
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g. Emphasis on Basic Skills: The school has developed grade-appropriate basic
skills defined as the ability to read, write, employ mathematics and make use of
higher-order thinking skills to a level where a each student can function
effectively in society.
h. Opportunities for Learning are Maximized: Very little instructional time is spent
in non-instructional activities. Transitions are smooth and time is not wasted in
undesirable digressions from the lesson. Co-curricular activities support the
school’s instructional program.
i. Parent/Community Involvement: Parents are the first educators in the home.
School personnel, parents, and community members are partners in all aspects of
the educational program. Parents and community members are advocates for all
children.
j. Effective professional Development: Professional development programs enhance
teacher knowledge of subject content, improve the understanding of the academic,
social, emotional, and physical needs of each learner and ensure that educators
utilize appropriate teaching skills to enable students to meet or exceed their
potential. Professional development is periodically assessed to evaluate its impact
on teaching practice and/or student learning.
k. Teacher Involvement in Decision Making: Teachers are involved in the
development and review of the school’s mission, goals and yearly plans.
Proposals concerning curriculum, new or special programs, policy guidelines,
budget and classroom management, are developed with the active involvement of
classroom teachers.
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4. Student Achievement: Level of academic achievement as measured by either normreferenced or criterion-referenced tests.
5. International Schools: Non-profit American style schools located outside of the
United States that are sponsored by the U.S. State Department‘s Office of Overseas
Schools. Typically 25%-35% of the student body in each school is composed of
children of expatriate Americans. The remaining portion of the students usually
represents 35-50 different nationalities. However, this make-up may vary widely
from school to school.
6. Expatriate Family: Family whose parents have chosen to leave their native country to
live and work elsewhere. The majority of the expatriate families that attend
international schools move every 3-5 years as the demands of the father’s job dictate.

Delimitations
This study was delimited to the responses of the schools that were selected in the
stratified random sample of ASOS sponsored international schools from March 2004 through
June 2004. Responses from the population were obtained through a self-administered, webbased questionnaire solicited from the teachers in the schools selected. Standardized test scores
were obtained from the school’s administrators.

Limitations
The following are identified in this research
1. The study will be limited to a stratified random sample of international schools
sponsored by the U.S. Office of Overseas Schools.
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2. Due to the difficulty in collecting data from students and parents in international
schools, the questionnaire responses were limited to the teachers in each of the
schools selected.
3. The questionnaire responses are based on the perceptions of the teachers working in
each school.
4. As all schools do not offer the same standardized tests, comparisons were made based
on the U.S. national average of a school’s scores on the standardized assessment(s)
they normally use.

Assumptions
The specific assumptions of the study were as follows:
1. Although each school’s size and infrastructure varied, the assumption was that the
stratified random sample selected both large and small schools and all grade levels
from PK to 12.
2. The survey sample was assumed to be representative of the population of teachers
working in international schools sponsored by the U.S. Office of Overseas Schools.
3. Teacher responses to the survey questions were assumed to be honest and truthful.
4. The survey instrument was assumed an appropriate vehicle to obtain information
about the effective school characteristics in each school.
5. Collective teacher responses were assumed to be a suitable indication of the effective
school characteristics at that institution.
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6. Statistically comparisons of the four different U.S. norm referenced standardized tests
for grades K-8, used by the international schools in this study were assumed
appropriate.
7. To determine the standardized test scores at each school administrators were asked to
complete a specific page on the website enabling this research to formulate grouping
variables with which to compare the data. The assumption was that they filled in the
data truthfully and correctly.
8. The assumption was that each administrator and teacher had access to the Internet
including e-mail addresses and an Internet browser such as Netscape or Internet
Explorer. Internet was the main communication link between the researcher, the
respondents and the school administrators.
9. The use of electronic communications did not limit the potential responses from
international schools teachers; rather the assumption was the internet swept away
many of the previous obstacles to international school survey research.

Significance of the Study
Research and experience have shown that student achievement is often closely aligned to
the socio-economic status (SES) of the family, i.e. the higher the SES the higher the level of
student achievement (Coleman et al., 1966; Hanushek, 1986; Jencks, 1972; Lamendola, 2002;
The Plowden Committee Report, 1967). Many observers have identified schools with low SES
that have been successful in educating their students (W. B. Brookover, Beady, Flood,
Schweitzer, and Wisenbaker, 1979 ; Edmonds, 1979; Madaus, Airasian, and Kellaghan, 1980
and others). The original purpose of the “Effective Schools” research was to identify the crucial
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factors in education that promote academic achievement, especially in low SES schools, and then
apply these characteristics to schools that were less effective (Edmonds, 1979; Weber, 1971).
Yet very little research has been done that correlates effective school characteristics with high
performing schools that have students from families with middle to high socio-economic status.
Therefore, we do not have an accurate depiction of the relative efficacy of the “effective
practices” or of the ways these practices work together to generate desired outcomes. For the
person who asks, “what combination of schooling conditions and practices holds the greatest
promise for improving student learning?” we have no scientifically provable or globally agreed
upon answer (Cotton, 2000).
This study will be valuable to a wide range of audiences including educators and
administrators both in the U.S. and in the international school arena. For instance, if a particular
characteristic, such as, frequent monitoring of student progress, is correlated with school
effectiveness, the finding could have immediate implications for teachers and administrators. If,
however, these variables are not found to be related to school effectiveness in international
schools, this conclusion will be equally significant. In particular, the study will be of importance
to school effectiveness researchers around the world in that it will add to the knowledge base of
school effectiveness by inserting the element of American style overseas international school
comparisons that represent a unique set of variables that could not be studied in any other venue.
It must be kept in mind however that, “Questions about values in education, the purposes
of schooling, the quality of students’ educational experiences, and of what constitutes a ‘good’
school rightly remain the subject of much argument and are unlikely to be resolved’ (White and
Barber, 1997).
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Research Questions
1. Are there effective school characteristics that are common in high performing
overseas international schools?
2. What are the most important effective school characteristics of an effective
international school based on the perceptions of teachers?
3. Are there effective school traits that are more crucial to higher student achievement in
International schools?
4. Is there a correlation between the international schools that display a higher degree of
the characteristics of effective schools and student achievement as measured by
standardized tests?

Population
International education is a form of schooling experienced by a number of children who
live abroad due to the professional mobility of their parents. The aim of international education is
to provide English-language academic instruction to a wide variety of students living in a foreign
environment. International schools focus on educational excellence while fostering the
development of the whole person and are committed to academic excellence and to preparing
students to be global citizens (Brewster, 2002). There are approximately 300,000 students
attending 536 international schools in over 150 different countries ("The ISS Directory of
International Schools 2003-2004," 2003, p.xi). These overseas schools provide for the
educational needs of expatriates and locals who select to educate their children in English
speaking schools. For thousands of dependent children from all over the world, international
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education means a multi-cultural education, delivered in English, in a country that is not their
own.
There are a variety of international schools; church associated: proprietary; company;
DODDS (United States Department of Defense Schools); United Kingdom Ministry of Defense
schools; and governmental schools from Japan, Germany, France, Australia and others. Schools
associated with a religious organization have two purposes, the education of the dependents of
missionaries or the education of local children aided by the church mission. Some international
schools, usually referred to as “proprietary”, are profit-making establishments owned and
operated by one person or small group of owners. Large businesses overseas may establish
schools for the children of company employees. Company schools are usually situated in
isolated regions of the world and are set up by a corporation as a way of attracting and retaining
a competent workforce. U.S. Department of Defense schools and U.K. Ministry of Defense
schools are built to meet the needs of military families and some research has indicated that there
is a high level of student success at these schools (Smrekar and Owens, 2003). Government
schools, i.e. the Japanese School, or the German School are established for those expatriates who
desire an educational system that is the same as the one in their home country.
The majority of international schools are nonprofit, nondenominational, independent
schools, with multi-national student bodies, established on a cooperative basis by Americans and
other English speaking expatriates residing in foreign countries. The educational program at
these schools may have an American focus, but a sincere effort is made to meet the educational,
social and cultural needs of the multi-cultural student body.
Many American style international schools are located in the capital city of the country or
other large population centers. Most international organizations and businesses also have their
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headquarters in the commercial and industrial centers. Embassy personnel or those expatriates
working for government agencies are also in the same locale, along with the Japanese, French,
British, and Australian international schools. The size and extent of the international school
faculty and facilities fluctuate in proportion to the magnitude and makeup of the people the
school serves.
There were estimated to be between 50 and 100 international schools world wide in the
early 60’s. That number has now grown to well over 1000 schools (Miller, 2003). Typically 25 –
30% of the students of American sponsored international schools have American passports.
Depending on the laws of the country where the school is located, from 5-10% of the student
body will be from higher income local families who desire an American style education in
English that will lead their son or daughter to college in the U.S. The balance of the student
population typically comprises 35 – 50 different nationalities. Expatriate families whose
children attend international schools are well educated and extremely mobile. They
characteristically move from country to country every 3-5 years as their job dictates.
Many of the non-profit American style international schools receive some small
assistance and support from the U.S. government under a program administered by the Office of
Overseas Schools of the U.S. Department of State. Presently the Office of Overseas Schools is
assisting 185 schools in 132 countries (Miller, 2003). The international schools receiving aid
from the American State department are referred to as American Sponsored Overseas Schools
(ASOS). The objective of that support is to help provide an education to those American
children living abroad that is at least equal to that offered to students educated in the U.S.
Although the level of support and the number of American Dependents in ASOS schools varies
widely, the curriculum is usually more “American” oriented with many of the textbooks and
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educational materials coming from the U.S. In the last 20 years more and more schools have
embraced their international, multicultural make-up to enhance the educational program for all
students, including U.S. dependents. Data collection for this research was focused on this type
of international school.
Most ASOS schools are private, non-profit institutions, governed by a school board
elected from the multi-national parent community. On average, tuition covers at least 95% of the
operating expenses of an international school. This revenue structure normally limits the student
body to families who receive education benefits from their employers or to upper-income host
country families. Ninety seven percent of the graduates of American style international schools
plan to go to college ("The ISS Directory of International Schools 2003-2004," 2003). The vast
majority of those students go to colleges and universities in the U.S. At the beginning of the
2002-2003 school year student enrollments in international schools sponsored by the Office of
Overseas Schools totaled 98,098, of whom 27,632 were U.S. citizens (Miller, 2003).
A large portion of the teachers in American Sponsored Overseas Schools are U.S.
Citizens. American faculty are hired from the local expatriate community or hired directly from
the U.S. Although the core of the faculty is U.S. trained, there are teachers from other
nationalities, trained in either the educational systems their countries or the U.S. system. Out of
12,106 teachers and administrators employed in ASOS sponsored overseas schools, 5,463 are
U.S. citizens and 6,643 are foreign nationals (Miller, 2003). For the English speaking expatriate
families with high school aged children, the American/International School is frequently the only
option for those parents who do not want to send their sons or daughters to boarding schools in
the U.S. or Europe.
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Many of the American/International schools, as well as offering Advanced Placement and
college preparatory courses for students interested in attending American universities, now offer
the International Baccalaureate (IB) program to satisfy the needs of the multi-national
community while providing an advanced curriculum for university bound American students
(Duevel, 1999). The introduction of IB into American schools began as a way of catering to the
multi-national students. However, many American students also take advantage of this rigorous
college preparatory program to enhance their competitiveness in university admissions.
Variety is one of the basic characteristics of American-sponsored overseas international
schools. They range from tiny schools, such as the American Embassy School in Reykjavik,
Iceland, with 13 students, to large overseas schools, such as the Singapore American School with
2,923 students. School facilities range from rented homes to multi-million dollar campuses,
although increasing numbers of overseas schools now occupy purpose-built facilities. Very few
schools have boarding facilities (Miller, 2003).
An outstanding characteristic of most American-sponsored schools is the use they have
made of their location abroad to provide foreign language and local culture programs (Cockburn,
2002). The characteristics and range of instructional materials are usually excellent and the
quality of technology programs in international schools overseas usually exceeds that of schools
in the United States (Foster, 2001).
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Table 1: American Sponsored Overseas Schools Data
STATISTICS CONCERNING AMERICAN-SPONSORED OVERSEAS SCHOOLS (October 2002)
SCHOOL YEAR 2002-2003
PROFESSIONAL STAFF

REGION

Number
of
High
Host
Third
Schools Schools U.S. Country Country Totals
40

26

637

230

648

1,515

39

39

1,211

1,493

486

26

23

1,440

367

1,053

59

48

1,466

794

21

20

709

185

156

5,463

STUDENT ENROLLMENT
Number
of
Host
Third
Countries U.S. Country Country Totals

AFRICA

36

2,622

2,702

6,828 12,152

The
3,190 AMERICA’S

23

5,096

17,306

4,870 27,272

2,860 EAST ASIA

14

9,562

2,439

12,628 24,629

954

3,214

EUROPE

44

6,985

5,846

10,951 23,422

259

359

1,327

FAR EAST /
PACIFIC

15
132

3,367 2,049
27,632 30,342

5,207 10,623
40,124 98,098

3,143

3,500

12,106

TOTALS

Background
The parents in each American style international school come from a wide variety of
cultural backgrounds. These international school parents expect educational excellence that they
define not only by high academic achievement, but by well-rounded offerings that include strong
fine arts and sports programs. Standardized test scores are very important to the parents as they
generally believe that high scores indicate effective instruction and lead to acceptances at the
most selective universities in the U.S. Therefore there is a major emphasis on academic
achievement.
Many parents are active participants in the school’s social and support structure. The
vast majority of the parents in the many international schools are vitally interested in their

16

children’s education. Generally the father of the expatriate family is the primary breadwinner.
However mothers are also well educated and often held positions of responsibility in
corporations and civic organizations before coming to their husband’s overseas assignment.
These professional women have a variety of skills and experiences that they readily share with
the international school, the expatriate community, and the local charity organizations.
Usually only 20 to 30% of the international school expatriate population are from the
U.S. The other expatriate families come from countries in Europe, North America, Australia /
New Zealand and Asia. These international families are also highly educated and expect strong
academic programs. They also expect their children to attend university, often in the U.S., and
believe that by giving their child the opportunity to gain a high level of fluency in written and
spoken English, if they were not English as first language speakers, they will give their sons
and/or daughters a strong advantage in their future careers.
These high academic expectations lead to constant discussion of the school’s activities.
School policies and activities are conversational topics whenever the international community
gathers socially. Therefore, the international school provides a common bond between various
cultural groups as the school is often at the heart of the expatriate community.
The importance of a strong instructional leader is a controversial topic in effective
schools research (Lezotte, 1992c) and many parents and teachers are concerned with the manner
in which international school administrators fulfill their role. Although the teaching methods and
curriculum of the international school are important, community feelings are often aroused by
the methods employed to handle a situation with a controversial teacher or an unruly student.
The school administrator is a very important factor in maintaining a cohesive and productive
working unit in an international school situation.
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An administrative position in an international location is stressful. One major cause of
anxiety is enrollment fluctuation and the subsequent budget uncertainties. The size and social
structure of the expatriate communities is very unstable as international families often move to a
new post every three to four years thereby creating a high degree of student turnover. Typically
25 to 35 percent of the students in each grade level are new each year and new students often
arrive daily.
Each year international businesses come into the country bringing new expatriate families
with them. Economic downturns or a change in the business climate often cause businesses to
downsize or to leave altogether. As a successful international business matures local staffs are
trained to take over the positions of some of the expatriates that were part of the start-up
operations. These local employees, as a rule, do not have the same education benefits that the
expatriates enjoy and therefore their children may not attend the international school. Embassy
personnel also rotate every three to four years and the number of embassy children from English
speaking and non-English speaking countries fluctuate as the number of embassy dependents
change.
Often these changes in enrollment whether up or down, occur during the summer, after
the school schedule has been built and teachers have been recruited and hired for the upcoming
school year. These uncertainties create numerous demands on the administration and faculty and
make long-term budgeting and ordering of supplies challenging due to the difficulty of
estimating yearly enrollment and the requisite staffing requirements.
This uncertainty concerning enrollment in international schools is growing. In an online
article John Nicklas (2001), President of International Schools Services states: “With dynamic
political and economic forces at work in the world, the broader questions regarding the future
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directions that international education will take are a bit more of a crapshoot. Uncertainty has
become a given in projections concerning the potential structure of international education.”
The stability of the student body was shown by Mullis, I. Jenkins, F., and Johnson, E.G. (1994)
to be a significant predictor of school effectiveness in mathematics at the fourth grade, such that
effective schools were more likely to have students who had not changed schools frequently.
However, international school student populations, as illustrated previously, can be, and
frequently are highly unstable.
The school is typically responsible for the expatriate teacher’s housing, transportation,
and shipping. Teachers hired overseas often make complicated demands on the school and the
administrators. Their requests go far beyond professional classroom needs to concerns about
housing, health matters, local transportation and extended leave.
The location of international school, and the political climate of the country in which it is
situated, also subject the administrators, teachers, parents and children to additional stress. The
availability of good medical care and other health matters, combined with terrorist threats in
some cities is also a concern. Other challenges may stem from the conflicting cultural demands
of parent groups who had their own ideas about the purpose of the school and how it should be
managed.
Research indicates that in comparison to stateside schools, educators in overseas schools
are more focused on college preparation and more supportive of language instruction (Gillies,
2001). Typically most of the students are college bound and proficient in more than one
language. The teachers are highly qualified with more than 50% holding a master's degree or
higher. Teachers have higher job satisfaction than their counterparts in the U.S., although some
staff may find it difficult to adjust to life abroad.
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With their successful track record, given the difficulties that must be overcome, can
American style overseas international schools, with diverse enrollments, academic distinction,
large EFL enrollments and multicultural emphasis serve as a model for twenty-first century
schools? Are there definable characteristics unique to international schools that can be utilized
by other schools to become more effective no matter their location or socio-economic status?
Over the past 30 years, thousands if not hundreds of thousands of schools, public and
private, rich and poor, have used effective schools characteristics as a basis for judging their
“goodness” or effectiveness. Yet, the vast majority of research on effective schooling was, and
still is, centered on the premise “How do we educate the poor?” Are these characteristics
actually a positive blueprint for all schools? Are they appropriate for the international schools?
Is there more to effective schools research that needs to be understood in order to use the
knowledge more effectively?
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CHAPTER TWO: LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK

Introduction
In this chapter, the researcher has attempted to gather a reasonably broad review of the
literature on Effective Schools Research, American style international schools and overseas
expatriate life in order to develop a wide-ranging conceptual framework for this study. This
framework is vital to the data analysis and to the explanation of the many variables which affect
both student achievement and effective school characteristics in the unique environment of the
international school.
From the conclusions of the Coleman Report (1966) 37 years ago that schools made no
difference in the educational achievement of students and that the socio-economic level of the
child’s family was the greatest, in not the only, factor in their academic success, there is now a
general acceptance that schools can and do affect a child’s academic progress. There is also a
general societal consensus that there are discernible characteristics in schools that more
positively affect student achievement. Therefore, the job of education policy makers,
administrators, and teachers has been to improve all schools, especially the more ineffective
schools, by spreading this information to educational institutions throughout the world (Teddlie
and Reynolds, 2000).
There are three main components of school effectiveness research: School Effects
Research, School Improvement Research and Effective Schools Research, (Gray, 2001). The
present study focuses on “Effective Schools Research”. Effective Schools Research has looked
at the policies, practices, and characteristics of effective schooling by examining educational
institutions, usually low SES elementary schools, which are more successful at raising student
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achievement. Effective Schools Researchers have tried to identify the characteristics of those
schools that were deemed ‘effective’ in order to help more ‘ineffective’ schools improve student
achievement.

Theoretical and Societal Basis
Historically, the definitions of a good, i.e. effective, school depended not only on a
critical review of its operation, but also on its educational goals. In recent decades debate has
often focused on whether governments set up school systems as a way of controlling access to
knowledge, as a way to promote democratic progress or as a way to prepare a nation’s work
force.
Experience and observation would suggest that even the most committed politicians that
enact the laws to support and regulate education have mixed motives. Changing the entrance
age, lowering or raising graduation requirements, adding standardized testing, establishing a core
curriculum or requiring new courses can be, and often is, politically motivated. Consequently
the definition of an effective school is therefore tied to the numerous educational expectations of
the local and the national community (Silver, 1994). Edmond put it succinctly in his article
“Effective Schools for the Urban Poor” (1979) when he stated, “There has never been a time in
the life of the American public school when we have not known all we needed to know in order
to teach all those whom we chose to teach (p.20).”
As effective schools research studies increasingly used standardized assessments to
determine school success, the age-old questions continue to be:
1. What is worth knowing?
2. How will we know when students know it?
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3. Who has the legal and moral authority to decide these questions? (Lezotte, 1992d)
And, as the standards movement swept the nation Lezotte (1992d) acknowledged that
Americas have, “more or less” a national curriculum. Yet, many stakeholders disagreed about
whether schools should teach “the basics and the classics” or prepare young people for high-tech
work with its own “basics” of technological knowledge.

Effective Schools Research
The modern-day search for ‘effective’ schools is a result of social and political concerns
of the 1950’s and 60’s in a number of advanced industrial countries (Silver, 1994). The vast
majority of this research, beginning with the Coleman Report published in the U.S. in 1966 in
response to the Civil Rights Act of 1964, has dealt with high poverty schools. President Lyndon
B. Johnson's administration released the two-volume report, On Equality of Educational
Opportunity (Coleman et al., 1966), that is widely regarded as the one of the most important
education studies of the 20th century,. In 1999, Dr. Albert Beaten stated, when speaking about
The Coleman Report, "I don't think there's anything close to it. It changed the way we thought
about the whole issue of equality of educational opportunity” (Hoff, 1999, pg. 33). Beaton
helped analyze the data for the Educational Testing Service. This seminal and controversial
work, written by the sociologist James S. Coleman (1966) of Johns Hopkins University,
proposed that family background and the socioeconomic makeup of the student body are the
principle, and possibly the only, predictors of successful schools.
“It would be an understatement to claim that the research design and findings of
Coleman's 1966 report, Equality of Education Opportunity, have impacted social science
research, the field of education, and the policy arena. The Coleman report not only
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reshaped the ways in which social scientists design and conduct research but it
transformed how educators think about the purpose of education and significantly
informed the policy arena” (Wong, 2004, p.123).
Coleman’s et al. (1966) research followed the diatribes of Admiral H.G. Rickover against
the spirit of Dewey’s progressive education and the perceived failures of the American education
system after the launch of Sputnik in 1957. Rickover was deeply concerned that the Soviets
were going to overwhelm the “Free World” after their technological feat of beating the U.S. into
space. Rickover believed that the math and science courses of the 1950’s had failed to provide
the U.S. industrial and military complex with competent engineers. He particularly blamed
Dewey’s progressive education model for what he believed was the steady deterioration of
secondary-school curricula (Rickover, 1959).
In Britain, the public debate of the 1950’s and 1960’s pointed to the overwhelming
restrictions placed on the population by the ingrained social order. The divided public education
system that had taken shape in the nineteenth century seemed to clearly limit educational
opportunities based on class (Reay, 2002). The subsequent fight by British educators and
politicians to reorganize schools reinforced the logic that schooling practices must be important
in determining the social and economic future of children. The Plowden Committee Report
(1967), “Children and Their Primary Schools”, stressed the powerful impact of parental
background, expectations and attitudes on children’s educational performance, but the report did
not undermine the British school systems as significantly as Coleman’s conclusions had in the
U.S. the year previously (Silver, 1994). In the shades of Admiral Rickover, a series of ‘Black
Papers’ written by C.B. Cox and others during the late 60’s through the mid 70’s, held
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‘progressive education’ responsible for the lowering of educational standards in the U.K. (Cox,
Boyson, and Amis, 1975; Cox, Dyson, and Amis, 1968).
Coleman’s paper, “Equality of Educational Opportunity”, examined the concept of
education in terms of its meaning to society. This federally sponsored ground breaking report
involved 4000 randomly selected elementary and secondary schools, 570,000 pupils, and 60,000
teachers from across the United States. His research conclusions stated that schools did not
really make a large difference in the educational success of its pupils. He stated that the socioeconomic status of the family was the key indicator of school success. Using regression
analysis, Coleman (1966) determined that “schools bring little influence to bear on a child’s
achievement that is independent of his background and general social context” (p.325). In his
analysis he contended that only 5-9 per cent of the total variance in individual student
achievement was uniquely accounted for by conditions in the school while almost 35 percent of
the variance in individual achievement was attributable to the differences between the schools.
Coleman stated that the large variation range was due to disparity in the between schools effect
for different cultural groups: there was more variance between schools in the achievement
scores of Mexican-Americans, American Indians, Puerto Ricans and Afro-Americans in the
southern states. While Afro-Americans in the northern states had less variance between schools
in their scores (Coleman et al., 1966).
Coleman (1967)summarized the learning problems of urban schools by concluding,
“Minority groups are consistently exposed to schools with a greater average number of problems
than are whites, including property destruction, impertinence to teachers, racial tension, stealing,
physical violence, drinking and the use of narcotics.” He asked the question, “Whose obligation
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is it to provide equal educational opportunities or does it have inherent contradictions and
conflicts with the prevailing social organization of the population” (p.193).
The Plowden Committee Report, (1967) produced by the Central Advisory Council for
Education in England and officially titled ‘Children and their Primary Schools’, was the United
Kingdom’s counterpart to the Coleman Report. The Plowden Report reached a similar
conclusion as to the importance of schooling when compared to the influences of the family
structure and socio-economic status. The report stated, ‘Differences between parents will
explain more of the variation in the children than differences between schools’ (p.35). Parental
attitudinal factors, in fact, accounted for 58 percent of the variance in student achievement in this
study. (Teddlie and Reynolds, 2000)
In 1972 Jencks combined the data from the Coleman report with data from several other
research studies and concluded that student achievement or economic success in later life did not
depend on schools. In support of Coleman’s findings they stated that the research lead them to
the conclusion that success in school and success in their future economic life was largely
determined by the characteristics of their home environment (Jencks, 1972).
A number of educational researchers cried foul and sought to counter the findings of
Coleman (1966), Plowden (1967), and Jencks (1972). They believed that the estimation of the
size of effects of the school was questionable and that the statistical analysis was flawed.
Researchers subsequent to the Coleman Report tried to improve their research design and
analytical processes in order to obtain more reliable results, and to show that schools were more
effective than the Coleman Report concluded.
In his book entitled ‘The Impact of School Resources on the Learning of Inner City
Children’, Murnane (1975) concluded that both classroom and school assignment had a major
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effect on student achievement. He found in his research that the reported student achievement
scores increased significantly when classroom and school assignment were added to the effect of
prior achievement and student background variables. Murnane believed that Coleman’s decision
to enter the variables of the home situation into the regression equation before the school
variables ‘biased the analysis against finding the school variables important’ (Murnane, 1975,
p.9).
Summers and Wolfe (1977) in their study of elementary students in Philadelphia
concluded “the empirical investigations have failed to find potent school effects because the
aggregative nature of the data used disguised the school’s true impact” (pp.652). Others believed
that the using of norm referenced tests to measure school achievement was less sensitive to the
school’s overall effect on student achievement. Madaus and his colleagues instead used criterion
referenced tests and concluded that school and classroom factors explained a larger proportion of
the variance (Madaus et al., 1980). Payne and Biddle (1999) contended that the Coleman
Report “used flawed procedures for statistical analysis, and these had generated falsely inflated
estimates for the effects of home-background factors and falsely deflated estimates for school
effects” (pg. 5).
Brookover and Erickson (1975) believed that school climate could be a powerful
predictor of student achievement. In their study of a random sample of elementary schools in
Michigan (n=68) they were the first to use simultaneous principal, teacher, and student
questionnaires that looked at a number of climate variables. They found a significant correlation
between climate factors and student achievement leading to their conclusion that the school does
have a significant effect on student achievement when the actual school variables that have the
greatest effect are studied.
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Twenty years after the Coleman Report however, economist Erik Hanushek (1986)
summarized the results of 112 research studies which investigated school inputs comparable to
those Coleman considered, i.e. per pupil expenditure, school facilities, teacher years of
experience, and their correlation to student achievement on standardized tests. In a report more
than two decades later, his conclusions were similar to Coleman’s. He found that there is little
verifiable evidence that increases in expenditure at the school level has a dependable influence
on student achievement.
The results are startlingly consistent in finding no strong evidence that teacher-student
ratio, teacher education, or teacher experience has an expected positive effect on student
achievement. According to the available evidence one cannot be confident that hiring
more educated teachers or having smaller classes will improve student performance.
Teacher experience appears only marginally stronger….There appears to be no strong or
systematic relationships between school expenditures and student performance
(Hanushek, 1986, p.1162).

Concerns with External Validity
In response to the reports that schools made little difference, many researchers looked for
high poverty schools that seemed to be educating their students well and attempted to identify
the characteristics of these “outlier” schools. Teddlie and Reynolds (2000) contend that studies
that use the outlier design (e.g. the upper 20 percent and lower 20 per cent of schools) are more
likely to demonstrate the effects of the school upon student achievement. They argued that
outlier studies focus on that part of the population where there is the most explainable variance
and, due to the smaller sample size of the design, outlier studies are more apt to incorporate
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process variables. Teddlie and Reynolds contend that process variables are better and more
powerful school level factors than the traditional measures of Coleman’s time. Therefore
randomly sampled schools would be less likely to demonstrate school effects than outlier studies
using process variables.
The prominence of case study research of outlier schools during the 1970’s and 1980’s
often led investigators in the field to overlook the issue of external validity. Many policy makers
were convinced that they could develop a blueprint for effective schools that would have a large
positive impact on student achievement. However, they soon realized that the findings from
these case studies, conducted mostly in urban and impoverished environments, were not as
successful in other contexts. Many researchers have invited further study into uncovering
appropriate ways in which to generalize the findings of specific studies. They have recognized
that generalizability is one of the most important aspects in the path to school improvement
(Teddlie and Reynolds, 2000).
When reviewing the characteristics of effective and successful schools, it should be
understood that there is no simple blueprint that fits every school (Purkey and Smith, 1983).
There are commonalities in effective schools research, and effective schools researchers believe
that repeated results are the basis for clear and corroborated ideas that can assist any school in its
quest to become more effective institution. (Davis and Thomas, 1989). Purkey and Smith
(1982) also warned, “There are many possible approaches to turning an academically inferior
school into a more successful one”(p.70). This is a warning that many researchers reiterate.
There is no recipe, nor should effective schools characteristics be used as a recipe to follow since
external and interrelational factors can and do have a significant effect on school and student
performance.
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Determining School Effectiveness
Effective schools research is now essential to the professional educational dialogue in
many nations. Thirty years ago there was grave doubt as to the ability of the educational system
in many countries to improve the learning process and academic achievement of a large group of
the world’s children. The home environment was then regarded as the greatest determining
factor in a student’s ability to be successful in school and in life. Now, the conviction that
effective schools can have positive results on student achievement is generally accepted, though
not always supported by research, within the governmental, social and educational communities
of many countries.
One of the principal debates surrounding effective schools research is the attempt to
define a ‘good’ school? Often parents judge a school by the atmosphere in the classroom or by
personalities of the teachers and administrators, depending upon one’s beliefs about the purpose
of school, a number of criteria that can be used to judge goodness (Silver, 1994).
They include subjective appraisals such as:
•

are the students happy

•

are they emotionally and physically secure

•

are they academically challenged, physically fit, morally upright, and

•

are they prepared for life as constructive citizens

Parents also include objective measures including:
•

standardized test scores

•

grades

•

academic preparation for college
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The judgment as to how ‘good’ a school is often in the eyes of the beholder. Whereas the
term good schools automatically imply that there are ‘bad’ schools, the term effective is
considered by researchers to be more focused. Edmonds (1979) introduced the term
effectiveness into the literature to differentiate and concentrate his research on the measurable
academic achievement of students. This definition has also been criticized by many as being
too narrow and leads to the questions, effective for whom and effective for what (Ainscow,
1991)?
School effectiveness is a complicated, multifaceted construct that consists of many
variables. David and Shields (1991) maintain that enhancing school effectiveness is "more
complicated than researchers and policymakers imagine "(pg. 28). Many qualitative studies have
been designed to operationally define the construct of effectiveness, but most research studies
use quantitative measures of students’ achievement, as determined by standardized tests, as the
dependent variable (Stemler, 2001).
Whether we professionally agree or not, in this age of increasing accountability,
standardized scores and other numerical measures have become key indicators of a school’s
success for both the public and for governmental agencies at both the state and national levels.
Most school effectiveness studies have focused on academic achievement in terms of basic skills
in reading and mathematics (Goodlad, 1984). Effective or high performing schools are often
identified as those whose mean achievement on standardized tests, whether criterion or normreferenced, place them at or above grade level when compared to international, national or even
local norms.
Good schools have been recognized by their compliance to precise principles of student
control and conduct, scores on standardized tests or, in the U.S., on the number of high school
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graduates and the number of graduates who attend college. However, the question remains, are
the characteristics of effective schools related to high performing results on standardized tests or
has the definition of effective schools, i.e. high performing/high-poverty, really given us the keys
to effective schools for all student groups? “When good students go to good schools, how are we
to know what accounts for the superior performance that is likely to be observed” (Silver, 1994)?

Statistical Attempts at Determining Effectiveness
Historically, what exactly constitutes an ‘effective school’ has varied across studies.
Some studies have simply examined mean student achievement across schools and identified
schools with the higher mean student achievement as ‘effective’. This approach is only
defensible, however, when the effect of the schools is independent of the pupil background. “If
the value added depends, say on students’ socioeconomic status, the effect of a particular school
cannot be described without first specifying the SES of the student to whom the effect applies”
(Raudenbush and Willms, 1995, p.311).
Purkey and Smith (1982) reviewed effective schools literature and determined that the
lack of empirical data precluded them from performing a quantitative synthesis and grouped the
research into four categories; outlier studies, case studies, program evaluation studies and “other”
studies. Most of the outlier studies they examined utilized regression analysis of school mean
achievement scores, controlling for the socio-economic status of the student body. To determine
the “residual” mean, the expected mean achievement score was calculated for each school and
then was subtracted from the actual achievement level to determine the most positive and the
most negative, the “outliers” that represented effective and ineffective schools. Surveys to
identify school characteristics were then used to determine the reason for the outcomes.
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A review of the research by Purkey and Smith (1982) found significant differences in
studies in New York, Maryland, Michigan and Delaware. For example, the Maryland study
(Austin, 1978; Purkey and Smith, 1982) concluded that effective schools are characterized by
strong instructional leadership, while Spatz and others (1977) found that effective schools had
principals who emphasized administrative activities.
They also concluded that outlier studies commonly suffered from three weaknesses.
1. Narrow and relatively small samples suggesting that the discriminating characteristics
defining high and low outliers are probably chance events.
2. Inappropriate comparisons. They suggested that when comparing positive outliers,
“effective schools”, with average schools would be a more appropriate assessment.
Most of the eight case studies they reviewed investigated urban elementary schools in the
U.S. However, one study, “Fifteen Thousand Hours: Secondary Schools and their Effects on
Children”, (Rutter, 1979) examined 12 inner city secondary schools in London.
Purkey and Smith (1982) were critical of many of the research designs in both the U.S.
and the U.K case studies. When examining the U.S. research they stated, “The inherent
weaknesses of the case study approach and the small samples seem a frail reed upon which to
base a movement of school improvement” (Purkey and Smith, 1982, p.25). They also felt that
Rutter’s U.K. findings particularly suspect. They argued that the design should have controlled
for socio-economic status as the more effective schools in their study had higher percentages of
students from middle-income families. To further emphasize their concern they noted that only
two of Rutter’s twelve schools could be considered academically effective.
They identified their third category of school effectiveness research as program
evaluation. After looking at six evaluations that examined school level variables they concluded
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that the program evaluations were methodologically stronger than the outlier and case study
research. Nevertheless, they also noted, even though they had reservations about the other
research methods, the characteristics that were identified by program evaluation were remarkably
consistent with the outlier and case studies (Purkey and Smith, 1982).
Their fourth category, labeled “other studies”, discussed Coleman’s (1981) more recent
comparative study of public and private secondary schools and the National Institute for
Education’s “Safe School Study”. The methods of research used in “other studies” were not
criticized or even discussed in the article. However, they acknowledged, “…that the
implications of this study (by NIE) for building academically effective schools is intriguing.”
(Purkey and Smith, 1982, p.68).
Given the general definition effectiveness, determined by using measurable, objective
instruments, the researcher may conclude that a school is effective or ineffective if the findings
from different measures of school effectiveness are consistent in all the grade levels and in all
subjects. However, if the school seems to be effective when reviewing standardized math
scores, but not effective with regard to standardized reading scores, then the overall effectiveness
of the school is questionable.
It is also difficult to combine all grade levels in a study as the greater use of subject level
specialists in departmental organization between elementary and secondary schools can affect
the analysis. In most cases, research studies from the United States, the United Kingdom and the
Netherlands do point to a moderate level of reliability of school effect across measures of
achievement in mathematics, reading, and writing and the elementary level. (Teddlie and
Reynolds, 2000). However, after analyzing secondary level data in the Netherlands, Luyten
(1994) concluded that secondary school datasets were only moderately correlated and suggested
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that the data (at the secondary level) should be reviewed separately, subject by subject. However
this is often difficult to do and most educators would ask about the average SAT, ACT or IB
score when attempting to determine effectiveness.

Defining Effective School Characteristics
During the mid 1970’s in the United States, Ronald Edmonds, then Director of the Center
for Urban Studies at Harvard University refused to recognize Coleman’s On Equality of
Educational Opportunity report as definitive. Although he acknowledged that family
background does make a difference he and others believed that schools and teachers could and
did make a significant impact on student learning and could therefore impact socio-economic
status of the children as they matured into adulthood. His research team set out to find schools
where children from families of low socio-economic status were academically successful
(Comer, Edmonds, and 1989).
Edmonds project, “The Search for Effective Schools,” began by asking if there are
schools that are instructionally effective for poor children. Using pupil performance data from
schools in Detroit’s inner city which served predominantly poor and minority students, his
research looked for schools that seemed to defy the odds by scoring higher than expected on
achievement tests, the “outlier” schools. The researchers defined an effective school in Detroit
as one that was at or above the city average in math and reading on the Stanford Achievement
Test and/or the Iowa Test of Basic Skills (Edmonds, 1979).
After his analysis of successful Detroit schools, Edmonds stated what he believed were
the most concrete and essential characteristics of effective schools:
1. Strong administrative leadership
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2. A climate of expectation in which no child is permitted to fall below minimum levels
of achievement.
3. The school’s atmosphere is orderly without being rigid, quiet without being
oppressive, and conducive to instruction.
4. Pupil acquisition of basic skills takes precedence over all other school activities.
5. When necessary, school resources are diverted from other business to further the
fundamental objectives.
6. Pupil progress is frequently monitored using various types for assessments from
classroom quizzes through criterion-referenced standardized measures.
His conclusion differed significantly from Coleman. He found instead that “The large
differences in performance between the effective and ineffective schools could not be attributed
to differences in the social class and family background of pupils enrolled in the
schools”(Edmonds, 1979, p.21).
In the same issue of “Educational Leadership” in which Edmonds article appeared, Ralph
Scott and Herbert J. Walberg (1979) took issue with Edmond’s broad statement. They argued,”
The student as an individual, the school, and the home are like a three-legged stool. It is as
strong as its weakest leg ……… Therefore, we must part company from Edmonds and others to
the extent that they single out schools alone for improvement” (p.24). In an article written in
1982 Edmonds conceded that the family is probably critical in determining whether or not
students flourish in school while he continued to maintain the importance of effective school
characteristics in the success of students, especially from low SES families (Edmonds, 1982).
Based on their review of previous research, Purkey and Smith (1982) declared that two
elements appeared to be common to all effective schools:
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1. High expectations for student achievement
2. Strong instructional leadership on the part of the principal or another staff member.
In addition 6 other elements were common in most of the studies they reviewed:
1. Well-defined school goals and emphases
2. Staff training on a school-wide basis
3. Control by staff over instructional and training decisions
4. A sense of order
5. A system for monitoring student progress
6. Good discipline.
They went on to say, “The data indicate that school-level factors can promote learning in
the classroom. By studying academically effective schools we can identify characteristics that
together create a school culture conducive to student achievement.” (Purkey and Smith, 1982,
p.68).
In a classic effective school’s study in 1978-79 Brookover, W. B., Beady, C., Flood, P.,
Schweitzer, J., and Wisenbaker, J. (1979) complemented their statistical analysis of a random
sample of 68 Michigan elementary schools with case studies of four low SES schools. In all four
schools, two high achieving (scores above the sample mean), one primarily white and one
primarily black, and two low achieving (scores below the sample mean), one white and one
black, the researchers used classroom observations and interviews with participants to gather
their primary data. The schools were all in urban settings and each matched pair had similar
racial composition and similar achievement levels, either high or low.
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The researchers found eight areas that seemed to be determinates of achievement. The
two high achieving schools reflected the following characteristics (Brookover et al.,1979; Good,
1986):
1. Time on task was emphasized.
2. All students were expected to learn.
3. Teachers had high expectations for student achievement.
4.

Reinforcement practices were appropriate and rewarded good work.

5. Appropriate grouping procedures, with movement to higher groups the norm.
6. Teaching games that emphasized team learning were used regularly.
7. The principal was actively involved in academic matters.
8. The teaching and administrative staff was strongly committed to the students.
As discussed previously, while a number of researchers conducted effective schools
research in U.S. elementary schools, similar research was being conducted in secondary schools
by a team of researchers in the UK (Rutter, 1979). Their independent findings were published in
America in 1979 in the book “Fifteen thousand hours: Secondary Schools and their Effects on
Children”. However, there is some question as to the validity of the findings as their research
did not control for socio-economic status, and they tried to generalize from a sample size of only
12 schools (Cuttance, 1982). Yet, the school attributes that they identified were virtually
indistinguishable from those found in effective schools research in the U.S.
Lawrence Lezotte’s (1990) research also identified seven traits of effective schools.
1. Strong Instructional Leadership
2. Clear and Focused Mission
3. High Expectations

38

4. Frequent Assessment/Monitoring of Student Achievement
5. Maximum Opportunities for Learning
6. Parent/Community Involvement
The one correlate that was found to be most controversial was strong instructional
leadership. Lezotte (1992c) quotes Ron Edmonds when he answers the questions and criticisms
surrounding this characteristic.
“ Ron Edmonds often said, ‘ there may be schools out there that have strong
instructional leaders, but are not yet effective; however, we have never yet found
an effective school that did not have a strong instructional leader as the principal”
(p.14).
Lezotte (1992c) goes on to explain why he believes that strong instructional leadership is
one of the more controversial characteristics of effective schools research.
A common misunderstanding is that strong instructional leadership means the
principal runs the school and teachers like a tyrannical slaveholder.... Effective
leaders lead through commitment, not authority. People follow because they share
the leaders' dreams, not because they are afraid (p.15).
Effective schools research does not imply the principal supplants the teacher. The
definition of instructional leadership is that the principal effectively and persistently
communicates the mission of the school. The principal, according to the research, "understands
and applies the characteristics of instructional effectiveness in the management (not the delivery)
of the instructional program"(Kellison, 2001, p.1)
Some researchers found that the effective school characteristics did not correlate with
student achievement levels. Using 1,100 public schools representing 7,407 students for his
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analysis Zigarelli (1996a) collapsed the effective school variables into 6 constructs and each
construct was empirically tested on student achievement level using the National Educational
Longitude Study for 1988, 1990, and 1992. The 12th grade battery of examinations was used as
the dependent variable. He collapsed the effective school correlates into:
1. Employment of quality teachers
2. Teacher participation and satisfaction
3. Principal leadership and involvement
4. A culture of academic achievement
5. Positive relations with the central school administration
6. High parental involvement
Using a regression analysis of the data and controlling for student effort (hours of
homework and teacher perception), student ability (pretest score, academic track), student
demographics (race, sex) parents’ influence (parental expectations and SES) and school
demographics (region, urbanized location, school size) Zigarelli (1996a) found no evidence that
teacher empowerment, teacher education level, principal influences or the quality of the relations
between the administration and the teachers were related to student performance.
Defining the effective school as one in which the students master the course material as
the cultural norm Zigarelli concludes, as Coleman did in 1967, that achievement seems to be
much more a function of student and family variables than of school variables.
As the effective schools debate continues and educators and policy makers
struggle to identify what works in educating children, one should remain
cognizant that the greatest influences on a student achievement level are often
beyond the control of the teacher or the school (Zigarelli, 1996a, p. 8).

40

Supporting Zigarelli’s conclusions, Barbara Lamendola, in an unpublished dissertation
(2002) examined the effective school characteristics identified in research literature and the
degree to which they are present in high performing, high poverty schools in Buffalo, N.Y.
Lamendola (2002) found no significant correlation between school performance and effective
school characteristics. She suggests that the traditional characteristics of effective schools may
be baseline competencies for all schools and may not be wide-ranging enough to create schools
whose students perform well on achievement tests.
As the growing effective schools research base became the foundation for school
improvement models, Cotton (2000) expressed the concern that the findings of the early school
and teacher effects researchers were often regarded as discrete entities, without sufficient
attention to their interactions or to their effects over time. She observed that many who wanted
to improve their schools generated checklists of desirable practices based on the findings and
sought to implement them in parallel but not necessarily in an integrated way.
After an extensive review of literature she divided effective school characteristics into
two integrated areas, Contextual and Instructional Attributes. Cotton (2000) identified
commonalities in the findings and used them to develop her list of effective school practices.
Contextual attributes
1. Safe and orderly school environment
2. Strong administrative leadership
3. Primary focus on learning
4. Maximizing learning time
5. Monitoring student progress
6. Academically heterogeneous class assignments
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7. Flexible in-class grouping
8. Small class size
9. Supportive classroom climate
10. Parent and community involvement
Instructional Attributes
1. Careful orientation to lessons
2. Clear and focused instruction
3. Effective questioning techniques
4. Feedback and reinforcement
5. Review/re-teaching as needed
These attributes are closely related to those identified by Brookover and Lezotte (1979)
and Edmonds (1979). Subsequent research has underscored the importance of these
characteristics. It is probably safe to say that the effective schooling findings first identified by
early researchers would still make the cut when evaluated in light of the research conducted in
the years since. Rather than overturning earlier research, subsequent investigations have
validated and added refinements to its findings. Cotton (2000) asks if all the effective school
characteristics have to be present for a student to learn. Her answer is that most educational
researchers would not go that far and that practitioners and researchers agree that these factors
are most valuable for lower SES students.
In 1990, educational investigators in the Orange County School District in central Florida
constructed the School Effectiveness Questionnaire (SEQ). A committee of district level staff
and principals from the various elementary and secondary schools, plus parent and community
representatives, developed the questionnaire after a thorough review of the literature on effective
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schools. Although they discovered that the characteristics of effective schools fluctuated to
some extent from study to study, the committee identified from the literature what they believed
to be 11 common characteristics of school effectiveness (Baldwin, 1993).
1. Effective Instructional Leadership
2. Clear and Focused Educational Mission
3. Safe and Orderly School Environment
4. Positive School Climate
5. High Expectations for Students
6. Frequent Monitoring of Student Achievement
7. Emphasis on Basic Skills Acquisition
8. Maximum Opportunities for Learning
9. Parent and Community Involvement
10. Strong Professional Development Programs for Teachers
11. Teacher Involvement in Decision Making
Australian author Hadley Beare (1993) used the language of “good schools” in
expressing the view that we already know what makes a good school. He contends that what has
been discovered about good schools looks reliable because it is not spectacularly new. Beare
states that good schools:
1. have clear educational aims
2. target learning outcomes
3. believe that every student can learn and is willing to learn
4. have an attitude of success that permeates the whole school
5. have a good Principal who is an educator rather than merely a manager
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6. understand that their core task is educating
7. have teachers that direct their energy to academic learning
8. have a school-wide, systematic, regular assessment program
9. maintain an orderly and safe environment
10. provide an atmosphere where students are safe to be curious, to play with ideas, to
experiment and to make mistakes
11. do not burden either their students or their staff so heavily that time for enrichment,
time to reflect, time to participate in recreation or artistic or professional or other
educational pursuits are crowded out of the program
12. are good places to live and work for everybody

Effective Schools Characteristics Grid
In an attempt to codify and simplify the many lists of characteristics, the table of effective
school characteristics on the following pages groups the numerous and sometimes confusing
definitions into thirteen general areas that this researcher determined to encompass the literature
review. Some of the characteristics were summarized for clarity and in some cases more than
one characteristic for each researcher was placed in a field. After assigning the characteristics to
a specific area, the researcher then counted the number of times that area was mentioned and
placed the total number in parentheses at the top of the column.
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Table 2: Effective Schools Characteristics Grid by Researcher
Researcher →
Characteristic
↓

1

2

3

4

Leadership

High
expectations

Order and
Discipline

Focused
mission

Edmonds
1979

Strong
administrative
leadership

A climate of
expectation in
which no child
is permitted to
fall below
minimum
levels of
achievement.
The school’s
atmosphere is
orderly
without being
rigid, quiet
without being
oppressive,
and conducive
to instruction.
When
necessary,
school
resources are
diverted from
other business
to further the
fundamental
objectives.

Purkey and
Smith
1982
Strong
instructional
leadership on
the part of the
principal or
another staff
member.

High
expectations
for student
achievement

A sense of
order
Good
discipline

Well-defined
school goals
and emphases

Brookover
1986

The principal
is actively
involved in
academic
matters.
Teachers have
high
expectations
for student
achievement.

Lezotte 1990

Strong
Instructional
Leadership

High
Expectations

Baldwin 1993

Beare 1993

Zigarelli 1996

Cotton 2000

Effective
Instructional
Leadership

Good
Principal who
is an educator
rather than
merely a
manager

Principal
leadership and
involvement

Strong
administrative
leadership

High
Expectations
for Students

-Attitude of
success that
permeates the
whole school
-Belief that
every student
can learn and
is willing to
learn

A culture of
academic
achievement

Safe and
Orderly
School
Environment

Maintain an
orderly and
safe
environment

Safe and
orderly school
environment

Clear and
Focused
Educational
Mission

-Clear aims
-Teachers core
task is
educating
-Teachers
direct their
energy to
academic
learning

Primary focus
on learning

All students
are expected
to learn

Reinforcement
practices are
appropriate

Clear and
Focused
Mission
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Researcher →
Characteristic
↓

5

6

7

8

9

10

Monitoring
Progress

Edmonds
1979

Pupil progress
is frequently
monitored
using various
types of
assessments

Purkey and
Smith
1982

Lezotte 1990

Frequent
Assessment/M
onitoring of
Student
Achievement

A system for
monitoring
student
progress

The teaching
and
administrative
staff strongly
committed to
the students.

Positive /
Supportive
Climate

Time on Task

Time on task
emphasized.

Parent /
Community
Involvement

Staff
Development

Basic Skills

Brookover
1986

Baldwin 1993

Frequent
Monitoring of
Student
Achievement

- Positive
School
Climate

Maximum
Opportunities
for Learning

Maximum
Opportunities
for Learning

Parent /
Community
Involvement

Parent /
Community
Involvement

Strong
Professional
Development
Programs for
Teachers

Staff training
on a schoolwide basis

Pupil
acquisition of
basic skills
takes
precedence

Emphasis on
Basic Skills
Acquisition
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Beare 1993

-School-wide,
systematic,
regular
assessment
program
-Targeted
learning
outcomes
-Good places
to live and
work for
everybody
-Atmosphere
where students
are safe to be
curious and to
make mistakes

Zigarelli 1996

Cotton 2000

Frequent
monitoring of
student
progress

-Teacher
participation
and
satisfaction
-Positive
relations with
the central
school
administration

Supportive
classroom
climate

Maximizing
learning time
High parental
involvement
-Teachers
have time for
enrichment,
reflection,
recreation,
artistic and
professional
pursuits

Parent /
community
involvement

Researcher →
Characteristic
↓

11

Teacher
Involvement
in Decisions

Grouping
procedures

Edmonds
1979

Purkey and
Smith
1982
Control by
staff over
instructional
and training
decisions

Brookover
1986

Lezotte 1990

Beare 1993

Zigarelli 1996

Cotton 2000

Teacher
Involvement
in Decision
Making
Appropriate
grouping
procedures,
with
movement to
higher groups
the norm.

-Flexible inclass grouping
-Academically
heterogeneous
class
assignments

Teacher
Quality

Others

Baldwin 1993

Employment
of quality
teachers
Teaching
games that
emphasized
team learning
were used
regularly.

Small class
size
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American Style International Schools
Funding
Governmental schools in the U.S. and other developed nations are publicly funded,
whereas American style international schools are private and funded through tuition. There are
some ‘for profit’ and ‘owner operated’ international schools, however most are non-profit and
managed by an elected board of parents who hire a school director to oversee the educational,
fiscal and human resource aspects of the school. International schools sponsored by the U.S.
State Department’s Office of Overseas Schools (ASOS) are all non-profit.
There is a wide range of tuition rates from as little as $1,100 per year to as much as
$22,000 per year and on average international school tuitions are significantly higher than the
average U.S. per pupil expenditure (Zajda, 2002). Tuition income is the primary source of
funding for international schools. Many schools also derive additional support from fund raising
events and contributions from U.S. and local business firms, foundations, and individuals. All
American Sponsored Overseas Schools have received some assistance from the limited funds
available under the program of the Office of Overseas Schools (a total of approximately $8
million annually), but the grants typically comprise less than 1 percent of the school’s total
income (Miller, 2003). The combined yearly operating budget of the 185 American Sponsored
Overseas Schools is over $450 million. American style international schools are considered to
be well funded.
Hanusheck (1986) maintains that expending more money on education does not increase
academic achievement, “contrary to conventional wisdom, little systematic relationship has been
found between school resources and student performance” (p.24). Hanushek argues instead for
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more accountability on the funds spent. In international schools, the director and the board are
intimately involved with the budgetary process and are directly accountable to the parent body
that pays tuition.
Although Jencks (1972) did find a relationship between SES and student achievement in
U.S. schools, he did not find a direct relationship between school resources and student
performance on standardized tests. But he did comment that the more resources a school has, i.e.
teachers, facilities, materials, support programs, the less often a student, in need of help, would
probably be overlooked. Payne and Biddle (1999) disagreed and stating that student
achievement scores were tied to funding differences even at the district level in the U.S. and
added, “…surely it is time to put to rest the absurd myth that the level of funding does not
matter” (p.12).

Academic Expectations and Peer Influence
Academic expectations at international schools are consistently high. The parents of
international school students are well educated and expect their sons and daughters to go to
college. More than 97 percent of the graduates of overseas international schools continue their
education at universities in the U.S. and abroad ("The ISS Directory of International Schools
2003-2004," 2003).
Educators and parents have observed for many years that peer influence is a strong force
in the lives of adolescents. Friends provide opportunities and incentives to achieve but can also
distract each other from learning (Coleman et al., 1966; Kaklamanos, 2002; Yan, 1999).
“…achievement is strongly related to the educational backgrounds and aspirations of the other
students in the school…” (Coleman et al., 1966, p.22). In international schools being a good
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student is the norm, therefore a child who does not do their homework or who does not study for
a test is the outsider. In the majority of cases international high school students challenge
themselves academically and often take a number of AP and/ or IB courses. (Brewster, 2002)
In stark contrast to Coleman’s (1966) description of parents in poor school districts in the
U.S., the majority of international schools parents are concerned about their child’s education,
they are well educated, they usually have numerous books and other reading materials available
in the home and the family structure is more stable. Therefore the international school student
would typically have friends that have affluent and supportive families.
Jencks (1972), Zigarelli (1996b) and Lamendola (2002) supported Coleman’s
conclusions concerning the direct correlation of family influence on student achievement in their
research. Lamendola (2002) found that poor students and non poor students made similar
improvements in reading and math and that their achievement disparity narrowed during the
months they were in school. However, during summer vacation, when they did not have the
same level of academic resources and support available to them, poor students lost ground faster
than the non-poor students who had academic resources and supportive parents in their homes.
Her findings supported the research by Entwisle, D. R., Alexander, K. L., Olson, L. S. (1997).
The researchers studied increases and decreases in test scores over the school year and the
summer break. Students were grouped based on their parents' socio-economic status. Children
from families of high and low socioeconomic status made comparable improvement on math and
reading assessments during the school year. But the achievement level of children from lowincome families either declined or stayed the same during the summer, while the achievement
levels of children from higher SES families continued to make improve.
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Moreover, there is general agreement that social stratification in educational outcomes
increases as children move through school (Entwisle et al., 1997; Phillips, Crouse, and Ralph
1998). In contrast, international students not only have resources available to them in the home
but, many of them travel, go to camp, or even attend summer school sessions in specialized
academic subjects or the arts.

Stresses Related to Expatriate Living.
The local international school is a vital component of the expatriate environment and the
international school educator deals with parents and students who live within the borders of a
tight, insular social group who are dependent on each other for emotional support and in some
cases physical safety.
Expatriates have been described as living in a protected “environmental bubble” (Cohen,
1977) The term was used to illustrate the sheltered environment in which many expatriates live
in order to deal with the unfamiliar foreign setting. Cohen reported that often the expatriate,
whether American, European, or Asian withdrew into the sanctuary of a familiar social group of
other expatriates, often in the same cultural group when living in a foreign land.
If the expatriate was unable to converse in the native language the dependence on the
expatriate community becomes even more important and often leads to a rejection of the host
nation culture. “Short timers” those who stayed three years or less, often view efforts at learning
the local language as unrealistic and a waste of time. Cohen (1977) suggested that the expatriate
could be viewed as a “transient, privileged minority, that gains status by its entrance into the
society and hence tends to defend the exclusiveness of the enclave and its institutions from the
hosts” (p.24).
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In another illustration of how the insular character of many of the expatriate
communities increase the consequent value to the expatriate of the international school
community, Wolfe (1969) described how the American military personnel in Turkey solved the
dilemma of existing in two diverse cultural environments by the rejecting of the host country
culture and immersing their families in the expatriate American social scene . She found that
language, educational background, and religious upbringing can become obstacles to cross
cultural contacts in an overseas environment.
This insular character is not unique to Americans as many individuals from a variety of
countries tend to seek out familiar surroundings, language, and cultural settings when overseas.
However, recent threats and perceived threats from terrorist organizations have, in many cases,
increased the fears of expatriate parents and increased their dependence on the expatriate social
group. International schools are information distribution centers concerning events in the
community and are possible targets for terrorist attacks. While in some countries western
families are being asked to leave by their embassy, other expatriates are leaving due to the added
stress and the possible closure of the international school because of local and international
safety concerns. (Larkin, 2004) ''People are wary and frustrated,'' said Jim Castle, a former
president of the American Chamber of Commerce in Indonesia. ''I think this will become a single
person's assignment. People are not afraid per se, but the safety of their children is uppermost''
(Perlez, 2002).
According to a survey conducted in 2001 by General Motors Acceptance Corporation
Global Relocation Services, on average, 92 percent of expatriates blamed assignment failures on
partner dissatisfaction, and 90 percent said they were caused by family concerns (GMAC, 2002).
"When you are the wife of a general manager here," explained Jacob Szumanski a psychiatrist
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and psychotherapist at Warsaw's Integrated Diagnostic and Therapeutic Center, who has treated
many foreigners and cites detachment and separation from friends and family as a significant
problem for the expatriates, "you can meet with your friends, go to the theater, but in a way you
are not living your life" (as cited by Day, 2003).
The relatively small size of the expatriate community, which may force friendships or
alliances, can also aggravate the situation. The old saying, “if you don't like it leave it”, is hard to
follow in the expatriate community. In reality expatriates cannot change their friends easily and
therefore stay attached to the group whether they like them or not. Expatriates also need to be
very diplomatic as their personal connections can and do affect their professional lives.
Expatriates in the 2002 GMAC survey listed the following concerns about living overseas
•

Safety: security, economic and political unrest, terrorism, pollution, level of
violence and demonstrations, corruption, relatively high level of poverty of
general population, lack of safety, prevalence of anti- Western sentiments,
conflict, living in a conflict zone, dangerous operating environment.

•

Bureaucracy and Taxation: taxation, government bureaucracy, complicated tax
laws, difficult to do business and obtain visas, loads of red tape, difficult to
localize employees at the end of an assignment, local laws create employmentrelated issues for termination and severance.

•

Quality of Life: housing, lack of Western amenities in rural areas, medical
facilities, lack of critical infrastructure or very limited access to services that are
acceptable by Western standards such as medical care and prescription drugs,
access to schools and churches, Internet access, groceries, and general

53

transportation, pollution, isolation, education and health facilities, high noise
volume and density of population, lack of schools for American children.
•

Cost Issues and Economic Uncertainty: expensive transportation, cost of living,
pays issues, benefits, laws, currency uncertainty.

•

Culture: salaries are discussed freely, difficulty making friends with locals,
procedures for renting apartments, buying cars, restrictions on women, emerging
location trying to hold on to old-world customs while competing in the modern
world.

The 2002 Global Relocation Trends 2002 Survey Report (GMAC, 2003) stated that 65
percent of expatriates were married and of those who were married their spouses accompanied
them overseas 86 percent of the time. Fifty nine percent of expatriates brought children to their
overseas assignment. The most critical family challenges reported were spousal resistance to the
move, family adjustment to the new location, educational opportunities for their children, and
their spouse’s career.
The respondents in the GMAC surveys, both in 2001 and 2002 cited the limitations or
unavailability of employment for the spouses overseas as a cause of stress. The 2002 GMAC
survey reported 50 percent of expatriate spouses were employed before an overseas assignment,
yet only 14 percent were employed during the assignment. Although these results were similar to
previous surveys, the percentage of spouses employed before an assignment increased from the
43 percent figure in the 2001 survey to 50 percent in the 2002 survey.
If the spouse has experience as an educator, a common opportunity for employment is
teaching in the international school. However, this can add to the insular nature of the expatriate
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community as the teaching spouse can provide a source of “inside” information about the school
when asked about school activities at social gatherings.
These challenges may be different from those of low SES students in the U.S. yet
research has shown that these kinds of stress can and do affect achievement. When normed to
U.S. students however, international students frequently score well on standardized tests and
many high school graduates attend highly selective universities.

Summary
The preponderance of effective schools studies have focused on reading, mathematics or
college admissions results. Only a small number of studies have utilized social or affective
outcomes as the dependent variable. Because of this focus on academic outcomes, the result of
this literature review is concentrated on the association of effective school characteristics to
academic effectiveness. Reynolds and Cuttance (1992) noted that we have less evidence
defining the school characteristics that are important in determining success in promoting social
or affective outcomes. Improving academic achievement however, is still a fundamental test of
effective schooling for most parents. Identifying the correlates of effective school characteristics
to academic effectiveness has a vital part to play in making assessments about schools, although
additional research on the influence of effective schools characteristics on affective outcomes is
certainly needed.
While there are some differences, the eleven characteristics identified in this review as
effective in improving academic achievement generally seem to apply to both elementary and
secondary school studies. The bulk of the literature addresses elementary school data primarily
due to the complexities of measuring the departmental results and the departmental
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characteristics unique to secondary education. Further research into the differences between the
two levels would help clarify the true associations between academic results and effective school
characteristics.
Schreerens (1997) has pointed to the significance of pedagogy and of classroom practices
in determining a schools’ academic effectiveness. The eleven characteristics identified in this
chapter spotlight whole school practices. Teaching quality may play the major role in academic
achievement, however whole school characteristics remain significant as they determine the
support structure within which teachers function. Researchers are now exploring the complex
interactions between teaching practices and whole school characteristics (Cotton, 2000). This
information will be vital in the search for effective schools.
Effective schools research findings have been criticized by teachers and administrators
for being too simplistic as they may be clearly evident to any professional educator. Sammons
(1997) believes this is because of the nature of the research. Effective schools research is
designed to find and identify good practice therefore it is inevitable that some of the findings
would be common sense to practitioners. Rutter (1979) argued that although many of the
findings are not unexpected, it is still useful to the profession to attempt to determine which
educational practices are more closely related to successful outcomes in order to guide planning
and teacher training. The majority of the studies focus on schools for the urban poor, further
research is needed to determine if these characteristics are applicable to a broader range of
school situations.
Sammons (1994) argued that the definitions of effective school characteristics are
dependent upon the methodology of the original research. Each investigation has focused on a
different sample of schools but generally they have examined poor, inner city schools and this
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framework influences the relevance of the results to a broader context. Sammons (1994) states
that studies which rely only on academic achievement, measured in one way, will tend to furnish
an incomplete portrait of school effectiveness. A wider variety of correlational assessments that
point toward broader educational goals would be more useful to society and to the practitioner.
The literature reveals that the methodology of traditional studies is also problematic.
Using small outlier schools that perform above the norm (Teddlie and Reynolds, 2000), or
convenience samples limited to one locality, reduces the value of the results and makes it
difficult to compare outcomes from different effective schools investigations (Thrupp, 2001).
Investigations that use longer timescales may be necessary to address issues of student, teacher
and administrative stability and the consistency of educational practices. Cross sectional
snapshots have been criticized as being less reliable compared to longitudinal approaches
designed to follow student achievement over a period of time.
This study attempts to address some of the gaps in the present literature by utilizing a
stratified random sample of American-style international schools around the world. This unique
dataset is being added to the overall database of information concerning the presence of effective
school characteristics and their correlation to academic achievement. In direct contrast to the
families in much of the traditional research, the families that send their children to international
schools characteristically have a high socio-economic status and many of the challenges of poor
urban families are absent. Expatriate families are faced, however, with other challenges, from
lack of stability to threats of terrorism, which may be equally significant and have the potential
of affecting student achievement.
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CHAPTER THREE: RESEARCH DESIGN AND METHODOLOGY

Introduction
The purpose of this chapter is to describe the methodology and the research design used
in determining the effective school characteristics and how those characteristics are related to
student achievement in each of the sample schools. The chapter includes characteristics of the
sample, description of the instrument and data collection procedures used in the study to provide
a basis to determine if there is a relationship between effective school characteristics and student
achievement as measured by standardized tests.

Characteristics of the Sample
Stratified Random Sample
The schools selected were American style international schools located in five regions
around the world. As stated previously the student populations in these schools range from less
than 10 to almost 2,300. A stratified random sample, based on each of the five regions of the
world, as defined by the American Office of Overseas Schools, was used to select the
international schools in the sample population. The five defined regions are:
1. Africa, (including north, central and south African regions)
2. Central / South America,
3. East Asia, (Middle Eastern countries)
4. Europe, and the
5. Near East/ South Asia
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At the 95% confidence interval, with a .25 bound for the 5-point Likert scale used in the
questionnaire developed for this study, a total of 51 schools were randomly selected from the 185
ASOS schools. Table 3 and Figure 1 present the total number of ASOS schools, the selected
sample and the schools that responded from the selected sample.

Table 3: Selected and Responding ASOS Schools
Population

Africa

ASOS Schools

185

Selected Schools
Schools Responding

Central and S. America

East Asia/Pacific

Europe

Near East

40

26

59

21

39

51

11

7

16

6

11

36

5

7

7

6

5

18
16
16
14
12

11

11

10

Schools Selected
8

8

7

Schools Respondins

7

6

6

6

6

6
4
2
0
Africa

Central & S.
America

East Asia

Europe

Figure 1: Selected Schools and Responding Schools by Region
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Near East / S.
Asia

Age of Schools
American style international schools were founded during the 20th century as American
businesses, missionaries, and American governmental influence grew overseas. The oldest
school in the sample was founded in 1912 and the youngest school was founded in 1994. (Range
= 82, M=1963) Most of the schools began operations in the late 1950’s through the 1960’s.

Accreditation
Twenty two of the 24 schools were accredited by the four major accrediting organizations
in the United States. Figure 2 presents the various accrediting organizations and the number of
schools accredited by each.

Accrediting Organization
None
Southern (SACS)
Middle States (MSA)
Western (WASC)
New England (NEASC)
Total

Number of
Schools
2
8
8
4
2
24

Figure 2: Accrediting organizations of selected schools

Some of these schools were also accredited by the Council of International Schools
(CIS), formerly the European Council of International Schools (ECIS). Two of the schools were
not accredited by either the U.S. organizations or by CIS.
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Tuition Range
The mean maximum tuition costs varied over the five AOS regions with the East/Pacific
Region and European Regions highest, averaging approximately $14,500 per year and with
Central and South American averaging the lowest at $10,039. (See figure 3)
Tuitions ranged widely with rates as high as $22, 679 for secondary schools in Asia. (M=
$12,202, mode = $11,948, range= $17, 679) Often tuition for secondary school education is
significantly more than the elementary tuition due to the costs of running inclusive programs
which require science labs, sports facilities and musical instruments. Almost all of the schools
collected tuition in US dollars; however, some schools collected tuition in the local currency.
The researcher has converted the local currency to the U.S. equivalent for the purposes of
comparison. The “mean maximum tuition in US $” reflects the tuition rate for students
attending the secondary school level of the sample schools, converted to US dollars.
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$15,000
14534

14325

$14,000
$13,000
$12,000

12432

12341

$11,000
$10,000

10039

$9,000
Africa

Europe
East Asia/Pacific

Central/South Americ
Near East

ASOS Region

Figure 3: Average Maximum Tuition in U.S. Dollars by Region

Instrument
The principle gauge of a school’s effectiveness continues to be standardized test scores.
However, this process neglects a range of alternative effectiveness factors. Information gathered
through the Effective International Schools Questionnaire (EISQ) designed for this study is
intended to look at those other factors and provide a database for determining whether there is a
relationship between effective school characteristics and standardized test scores.
The instrument specifically designed for this study is a web-based questionnaire intended
to solicit teacher perceptions of the international schools in which they teach. The instrument
was intended to gather data on the opinions of teachers about the correlates of effective schools
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both at their school and to gather their opinions of the importance of the characteristics to an
effective international school.
The questionnaire had three sections.
1. The first section included fifty-five questions that reflected the correlates of the
selected eleven characteristics of effective schools based on the literature review;
five questions were written for each characteristic.
2. The second section consisted of five demographic questions: gender, years of
teaching experience, years of teaching experience in the school, nationality, and
native language.
3. The third section asked teachers to select, from the list of eleven characteristics,
what they believed were the most important characteristics of an effective
international school. They could choose more than one characteristic. This
section also included an open ended question asking the respondent to identify
any other characteristic that they believed important that was not identified on the
list provided.
The design of the EISQ was based on school effectiveness research throughout the U.S.,
the U.K., the Netherlands, Australia, and other countries (W. B. Brookover et al., 1979; Cotton,
2000 and others; Edmonds, 1979; Luyten, 1994; Purkey and Smith, 1982).
The EISQ addresses the following 11 characteristics.
Effective School Characteristics (as identified for this research)
1. Strong Instructional Leadership
2. Clear and Focused Mission
3. Safe and Orderly Environment
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4. Helpful and Encouraging School Climate
5. Atmosphere of High Expectations
6. Regular Monitoring of Student Progress
7. Basic Skills Acquisition is Stressed
8. Opportunities for Learning are Maximized
9. Parent/Community Participation
10. Effective professional Development
11. Collaborative Decision Making Process
These eleven characteristics were chosen after extensive review of the research by
Edmonds (1979), Purkey and Smith (1982), Brookover (1978), Lezotte (1990), Baldwin (1993),
Beare (1993), Zigarelli (1996a) and Cotton (2000), as representing the major defined constructs
for effective schools (See Table 2 ). Cotton (2000) and others have also defined effective
classroom characteristics, but the onsite qualitative observations of international school
classrooms in over 30 countries were beyond the scope of this study.

Questionnaire Design
To ensure content validity of the questionnaire, input concerning each item was solicited
from several sources. Popham (1993) defines content validity as the attempt "made to judge the
degree to which a test is consistent with the content, skills, or objectives it is supposed to
measure" (p. 123). All members of the dissertation committee also reviewed the instrument to
specifically align the survey questions with the research questions.
The traditional method of collecting data for educators is through the use of paper based
surveys. Although surveys appear to be simple, they have their drawbacks. Survey questions
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must be carefully scrutinized especially when the questionnaire has not been previously tested. It
is highly recommended that a new survey be field-tested (Dillman, 2000). The Effective
International Schools Questionnaire (EISQ) was reviewed by members of the dissertation
committee and colleagues at Stetson University before piloting. The ESIQ was piloted with the
assistance of international school administrators and teachers who were not part of the selected
random sample.

Electronic Communications
The Effective International School Questionnaire was designed using many of the
techniques for web-based questionnaires that were developed and studied by Dillman (2000) He
states: “the two most significant advances in survey methodology during the twentieth century
were the introduction of random sampling in the 1940s and interviewing by telephone in the
1970s. Both of these innovations have transformed how most major surveys are done (p.352).”
Yet, he goes on to state that the ability to collect data through electronic means such as e-mail
and the web, is an advancement that may be even more profound in that it allows access to a
much larger number of possible participants in regions of the world that were previously very
difficult to contact. A survey of 51 schools in five separate regions of the world could not have
been accomplished by the traditional method of mailing due to both the cost and the lengthy time
frame between mailing requests, questionnaires, reminders, and thank you cards. The telephone
would have also been very difficult to use as the costs would be prohibitive and the practicalities
of contacting over seven hundred teachers by phone in countries scattered throughout the time
zones of the world would have been unfeasible. Thus, the use of electronic communications not
only facilitated this research, it made it possible.
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The use of web based questionnaires has drawbacks. The lack of electronic access for all
the potential respondents in the research could have limitations and contribute to sampling error.
Researchers might assume that not all teachers in international schools in these far flung nations
would have access to e-mail. However, as stated previously, American style international
schools have a high degree of technology access. Almost all of the international school
administrators and teachers have e-mail addresses assigned to them by the school and e-mail is
regularly used to communicate from administrator to faculty and faculty member to faculty
member. Administrators and faculty members also use the internet to correspond with the
school’s parents and students and with colleagues, friends and family in other parts of the world.
A primary assumption for this research is that using electronic communications did not limit the
potential responses from international school teachers, rather the internet swept away many of
the previous obstacles to international school survey research.

Questionnaire Description
The questionnaire utilized four input options and was divided into three sections. (See
Appendix D)
Input options
1. Likert scale, “radio-button” responses for the characteristics questions
2. “Drop down” boxes for demographic questions
3. “Fill-in-the-blank” responses for school information, personal demographics
4. Large “text boxes” for open ended questions and
5. “Check” boxes for teacher opinions of the most important characteristics of
effective international schools.
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Sections
In the first section of the questionnaire the respondents answered 55 questions, on six
pages, using a single radio-button response format to select Likert scale answers. “A Likert scale
is widely used tool in the social sciences and is an appropriate response to measure attitude,
perception or opinion” (Vogt, 1999, p.160). To permit an easily understandable correlation of
standardized scores to effective school characteristic scores, the original value selections, SA, A,
N, D, and SD were coded for the data analyses with the following values: “Strongly agree” = 5,
“Agree” = 4, “Neutral” = 3, “Disagree” = 2 and “Strongly Disagree” = 1.
The second section of the questionnaire included five demographic questions using both
drop-down and fill-in-the-blank formats located on the sixth page of the instrument. The third
section asks for teacher opinions about the most important characteristics by directing them to
select one or more characteristics using check boxes. This section also included a text box for an
optional open-ended response. All responses were on one page. The web site version of the
questionnaire was developed using the Microsoft Office FrontPage 2003 and Microsoft Access
2002. This software combination allowed the database survey instrument to be posted on a web
site without extensive HTML programming skills.
This is a fairly new method of conducting a survey. The use of a web page survey for this
study was expected to generate a higher return from the respondents due to the quick and
efficient method of responding. Respondents answered the questionnaire at their own
convenience; however, once they began the questionnaire each respondent was required to
complete all questions on each page of the questionnaire before moving to the next page. All
questions were required to be answered before final submission. Upon submission the teachers
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received a thank you message and a text box on the last web page soliciting comments about the
questionnaire, the process, or their school.

Web Design
To use the electronic database features of Microsoft FrontPage and Microsoft Access
database on a web page it was necessary to host the website on a server with “.asp” protocols.
Active Server Pages, (ASP) generate dynamically created Web Pages. Web pages designed with
ASP allow user interaction and database connectivity (Webopedia, 2004). The researcher
secured the website name “effective-international-schools.org” and found a recognized
commercial hosting service with ASP protocols to host the website.
The questionnaire consisted of a 72 - item document divided into seven separate web
pages so that the respondents did not have to scroll to answer questions. (See Appendix D)
Whether to scroll or not to scroll on a web page is a debated issue. Dillman (2000) suggests
scrolling as his preferred method. However, Microsoft (2004) states that scrolling through tables
can cause a computer to ‘hang’. The authors of the online article“ What Makes a Great
Website”(Jupitermedia, 2004) suggest that web developers “Break up tables vertically for a
cascading load to appear more responsive.” One huge table takes much longer to display content
compared to smaller tables which display one at a time. They also suggest that graphics be used
sparingly to transmit information. Each graphic requires another connection to the server which
can limit, hamper and even stop long distance web responses. To keep the respondents’ interest,
the first questions were selected as ones that would peak professional interest and encourage
teachers to continue through the entire questionnaire. Demographic questions were at the end of
the questionnaire as suggested by Dillman (2000).
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Field Test
The online questionnaire and school demographic information pages were developed and
posted on the website “www.effective-international-schools.org” in January of 2004 for
debugging and field testing utilizing local and international colleagues and Stetson University
graduate students. The initial concern was the ability of the respondents to access the web page,
follow the instructions for responding to the questionnaire, and ensure the functionality of the
software.
After the field test, several changes were adopted in order to simplify the questionnaire as
well as the input process. Some of the changes included removing the authentication of the
username and password from the process allowing the respondents fewer barriers when
completing the task. Although the need for a username and password seems to be a requirement
for security it was found, after viewing the database that logs the time and ID of the server, that
there were no attempts at completing and/or submitting the questionnaire by unauthorized users
or multiple submissions by the selected respondents. The added layer of providing a username
and password was therefore deemed to be an unnecessary barrier to high response rates from the
selected sample in this study. Once the technical aspects of the survey were found to be reliable
for the web page and the server to capture, record the data, and demonstrate flawless input, a
pilot test was conducted using an overseas school not in the sample.

Pilot Study
To ensure international school teacher respondents understood the instructions for finding
the questionnaire on the web, the directions for filling out the questionnaire, the electronic
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submission process, and to determine internal reliability, a pilot study was conducted using
respondents from an international school in early February of 2004. A direct link to the
researchers e-mail was included on both the first and last page of the website. A comments
section concerning the questionnaire was also incorporated. The researcher e-mailed the
administrator of the pilot school and asked that they send their faculty an attached request. Of
the 62 teachers in the pilot school 42 completed the questionnaire. At the end of the
questionnaire, they were asked for any suggestions for improving the survey and if questions
were either unclear or ambiguous.
The pilot study provided vital information as to the length of time needed to complete the
questionnaire (8-10 minutes), poorly worded questions, and web design flaws. The feedback
from this pilot study helped refine the questionnaire and the school test information page. An email and faxable version were also developed when it was found that a few respondents were
unable to connect with the web site. However, in actual practice, only two of the more than 700
responses were submitted using e-mail.
After the field testing and the pilot study, corrections were made to the questionnaire
format and modifications were made to both the e-mail requests and to the instructions on the
first page of the web site. A number of respondents in the pilot study asked more detailed
information about the research goals, methodology and sampling. To clarify the purpose of the
research, the research proposal and the definitions of the effective international school
characteristics, as defined for the questionnaire, were posted on the website. Information
concerning the average length of time to complete the questionnaire was also added to the e-mail
requests. The final survey instrument was approved in February of 2004 by members of the
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dissertation committee and the first requests for responses to the administrators in each
international school were sent out in early March 2004.

Reliability
The researcher investigated the reliability of the EISQ by employing the Cronbach alpha
measure of internal consistency. The survey instrument consisted of 11 distinct constructs
corresponding to the 11 effective school characteristics. For design and statistical purposes,
individual constructs were designated with a letter a-k. Five questions were developed for each
of the 11 constructs. The questions were assigned a letter corresponding to the characteristic
they addressed and numbered from 1-5. Each of these 11 sets of questions (a-k) were analyzed
separately. According to the item analysis and corresponding alpha scores, removal of questions
from the survey instrument provided no significant increase to the survey reliability. (See Table
4) In only two constructs, J and K, would the removal of one question raise the alpha score. In
each case the score would have increased by approximately .01. Therefore, to maintain
questionnaire consistency, no questions were removed from the survey instrument.
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Table 4: Internal Reliability
Five
Question
Set
A
B
C
D
E
F
G
H
I
J
K

Alpha

Construct

0.9105
0.8515
0.7947
0.7992
0.7571
0.8319
0.7836
0.8261
0.8565
0.8541
0.7732

Strong Instructional Leadership
Clear Educational Mission and Goals
Safe and Orderly Atmosphere
Positive School Environment
High Academic Expectations.
Frequent Analysis of Student Progress
Basic Skills Acquisition is Emphasized
Learning Time is Maximized
Parent/Community Involvement
Effective professional Development
Teacher Involvement in Decision Making

Total respondent replies to all items on the questionnaire were also judged to be very reliable for
the international school teachers to whom it was given with an alpha coefficient of .9657.

Factor Analysis
Using SPSS reliability analysis procedures, promax rotations yielded 11 identifiable
factors in 6 itinerations with Eigenvalues above 1.0 (accounting for 64.73% of the variance) from
questions 1-55 (See Table 5 and Figure 3). Questions 56-60 were excluded from the factor
analysis because they are demographical classifications and were reported previously using
descriptive statistics.
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Table 5: Factor Analysis Eigenvalues

Total Variance Explained
Factor

Initial Eigenvalues
Total

% of Variance

Cumulative %

1

19.93

36.24

36.24

2

3.07

5.58

41.81

3

2.17

3.94

45.76

4

1.70

3.09

48.85

5

1.65

3.00

51.84

6

1.44

2.61

54.45

7

1.26

2.29

56.74

8

1.23

2.24

58.98

9

1.11

2.01

60.99

10

1.04

1.89

62.89

11

1.01

1.85

64.73

Extraction Method: Maximum Likelihood.
11 factors extracted in 6 itinerations
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Scree Plot
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20
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41

45

49

53

Factor Number

Figure 4: Scree Plot

Correlation coefficients among the factors were substantial (> .30) with only four out of 110
bivariate correlations less than .30.

Questionnaire Administration
The questionnaire was administered in the spring of 2004. The survey’s time frame was
designed to avoid the hectic schedule of end of the year activities. However, due to the repeated
requests needed to obtain a satisfactory number of responses from each school, some of the
questionnaires were not completed until late in the school year. This may be a limiting factor as
the stress of deadlines and grading may have lead to responses that may not have represented the
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true feelings of the teacher, although no research could be found which supported the
researcher’s concern. An assumption for this research is that teacher perceptions of a school are
a reliable source of information about the school’s instructional program, environment,
expectations for achievement, etc. This assumption is supported by other school effectiveness
researchers (Degenhart and Advisor: Chairman Maurice, 1990; Hayden, 2000; Lamendola, 2002
and others).

Data Collection
Procedure
An initial e-mail was sent in early March 2004, to administrators at the 51 selected
schools alerting them to the purpose of the study, expressing the importance of their contribution
to the study, and how the study would benefit the educational community as a whole. (See
Appendix C) The e-mail to the administrators also included specific instructions on how to
access the web site for the questionnaire. A link was imbedded in the e-mail to the web site:
http: //effective-international-schools.org to simplify connection. Seven to ten days later, a
second e-mail was sent with a polite reminder asking the administrator if they had received the
first e-mail and asking them to send an attached message to their faculty. The e-mail also
included instructions to e-mail or to call the researcher if problems accessing the web site
occurred. One week later, a follow-up phone call was attempted to each school administrator if a
reply was not received or a solicitation for information was not requested. This process was
repeated a number of times in an attempt to get the highest number of responses.
It should be noted that any e-mail not properly delivered to the respondent was returned
to the researcher as a warning notification of an undeliverable address. This red flag indicated an

75

erroneous e-mail address or the inability of the respondent to receive e-mail. The system
administrator also provided this researcher a receipt verification of any e-mail activated by the
respondent. This method indicated if and when the e-mail was successfully delivered and was
opened by the respondent.
When the respondent successfully submitted the questionnaire, an e-mail was generated
to the respondent thanking them for their participation. This process kept this researcher abreast
as to the status of the survey and shed light on how the researcher should react to each
respondent when delays in the process were experienced. Each day the researcher checked the
website to monitor the activity rate and the database to determine if teachers were answering the
questionnaire and to determine which schools were answering.

Responses were downloaded

daily to the researcher’s computer and then backed-up on both a floppy disk and an additional
secure hard drive.

Time Frame
The researcher assumed that by using electronic communications, the time frame for
questionnaire response would be only about 4-6 weeks. This assumption proved incorrect as
many more attempts were made to contact administrators and teachers than originally planned.
Baldwin (1993) suggests administering this type of instrument in the spring of the year to allow
ample time for the new teachers to build opinions about the school and not yet be hindered by
end of the year activities such as testing, grading, inventory, report cards, etc. The pilot study in
January 2004 and the first world wide requests were sent in early March of 2004. However, due
to the late response from a number of the school administrators, final appeals to some of the
schools were made as late as the last week in May 2004.
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The actual study was conducted during the 2004 spring semester to ensure that all faculty
members had at least one semester of experience in each school. Notification of the
questionnaire was e-mailed in early March of 2004. Although teachers are always busy, this
timing was chosen to utilize a time of the year that would least burden.

Contact Sequence
This research used, in an e-mail format, Dillman’s four-contact sequence with both the
administrators at each school and subsequently with the teachers at each school. E-mail
addresses for the teachers were not readily available to the researcher and, as this research was
specific to each school site, contact was first attempted with the director/principal requesting
their cooperation with the study.
In an attempt to get the maximum number of responses from each site, administrators
were sent a minimum of four e-mails, one every two weeks. These e-mail requests began by
using titles that attached the appearance of importance to the survey, moved to asking for advice
and help and finally resorted to posting a very personal appeal in the subject line of the e-mail,
“This is a desperate appeal from a desperate doctoral candidate.”
School administrators who responded were sent a pre-notice e-mail to forward to their
teachers. In four of the schools, the administrators provided the e-mail contacts for their faculty
and the researcher was able to contact those teachers independently. However, in the majority of
cases messages were sent directly to the site administrator who then distributed the electronic
message to the school staff.
The researcher was not able to find a practical way to provide a pecuniary reward through
the web-site and therefore was not able to use what Dillman (2000) calls a major element of
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achieving high quality survey responses, the “issuance of monetary rewards”. The research
method did utilize the idea of “sponsorship by legitimate authority” (Dillman, 2000, p.20) by
stating that the survey analysis was approved by both the U.S. Office of Overseas Schools and
that it would be presented at the American Association for International Education (AAIE)
conference in February 2005. The e-mail subject title of the faculty reminders, as in the case of
the initial administrator contacts, became more personal with each succeeding reminder, until the
appeal, as Dillman suggests “Invokes other exchange relationships” (Dillman, 2000, p.20), the
final prompts to the teachers were also personal “A desperate appeal from a desperate doctoral
candidate”.

Guidelines
The research protocol was approved for one year by the University of Central Florida
Institutional Review Board on December 12, 2003. All teachers at the selected schools were
asked to voluntarily complete the web-based version EISQ. The survey responses were
anonymous to encourage teachers to express their opinions freely.
To increase the truthfulness of the answers and safeguard the anonymity of the
respondents, personal identification was not collected. However demographic information
including gender, teaching experience, number of years in the school, country of birth, native
language, and region as defined by the Office of Overseas Schools, i.e. Asia, Western
Hemisphere (Central and South America and the Caribbean), Africa, Europe, Middle East, Asia
was gathered.
Teachers were assured that the responses would remain anonymous and there would be
no attempt at using demographics to attach names to responses. The teachers and the
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administrators were also promised that their schools would remain anonymous, although
analyzed results for each school, without teacher demographics, would be available to the
administrators if they so desired. It was emphasized that individual responses would not be
shared; only cumulative data would be available to the administrator.

Data and Statistical Analysis
As each respondent completed and submitted the questionnaire, the data were
electronically transmitted through the Internet and stored on the Microsoft Access database
located on the web server. Each respondent’s entry was stored as a record and was automatically
compiled on the database. The final data collected were imported to SPSS for statistical analysis.
The small number of e-mail questionnaires and faxed questionnaires that were submitted were
recorded into SPSS by hand.
The raw data were coded and tallied utilizing the SPSS 11.5 “Grad Pack” statistical tool.
Analyses of the data were reported using descriptive statistics, percentages, and mean scores for
each of the variables. The data will be presented in Chapter Four using several methods and in
tables and graphs to best convey the appropriate information and analysis of the responses.
Responses for the fifty five, five-point Likert-type scale questions were translated into
numerical scores for each item: 5 = Strongly Agree; 4 = Agree; 3 = Neutral; 2 = Disagree; 1 =
Strongly Disagree. Characteristic totals and overall school totals were determined by grouping
and then totaling the 5 questions for each of the 11 characteristics and dividing by the number of
respondents. This resulted in a mean score for each effective school characteristic and an overall
“effective school” mean score.
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Standardized Test Information Collection
At the same time the EISQ was administered, data were collected from the school’s
administration. The administrator, or their designee, was asked to fill out a web-based “Test
Information” form (Appendix D) on the “Effective International Schools” website. This data
included standardized test results, student nationalities, and pupil/teacher ratios. The vast
majority of International schools use norm-referenced standardized tests such as the ITBS in
elementary/middle school and the SAT and/or the ACT in high school. I was able to obtain
some criterion referenced test scores in high schools who offer the International Baccalaureate
and the Advanced Placement tests. However, the response rates were too low at those schools to
analyze.
Preliminary research and subsequent communication with each school indicated that not
all schools used the same standardized test. However, all but one school used tests that reported
U.S. norms. Each school indicated the elementary/middle school test used and then provided
the average reading, language, math and the core total scores for each grade, 1 through 8. They
were also asked for the number of students taking the SAT, ACT and IB tests and average scores
for each assessment. Finally they were asked to fill in the average class size for grades: PK-1; 25; 6-8, and 9-12.

Data Analysis Procedures
Research Question One
Are there effective school characteristics that are common in high performing overseas
international schools? The schools that scored above 50% on the elementary/middle school
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standardized test and those high schools that performed above the U.S. national average SAT
score of 1026 were defined as high performing and the responses from the teachers in these
schools were used to determine if common effective school characteristics could be found.
Mean scores for the teacher’s aggregate responses to each characteristic were used to determine
if there are common effective school characteristics.

Research Question Two
What are the most important effective school characteristics of an effective international
school based on the perceptions of teachers? In order to answer research question two, the third
section of the EISQ was used to calculate the most frequent responses from all of the responding
teachers from the list of 11 characteristics defined for this study. This analysis will also include
a summary of the open ended question, “Are there other characteristics that have not been
identified on this list that you believe are important to an effective international school? If so,
please describe in the box below.”

Research Question Three
Are there effective school traits that are more crucial to higher student achievement in
International schools? To answer research question three comparisons will be made between the
individual characteristics and the standardized test scores for each school to determine if any
significant relationship existed between the school’s mean score on each characteristic and
student achievement based on the reported standardized test score for that school.
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Research Question Four
Is there a correlation between the international schools that display a higher degree of the
characteristics of effective schools and student achievement as measured by standardized tests?
Research question four focused on the overall comparison of each school’s “effectiveness” score
and student achievement based on the reported standardized test scores. The total
“effectiveness” score for each of the selected schools was determined by averaging the scores on
each of the eleven characteristics to determine an overall score. This score was then compared
to the school’s standardized test score using Pearson’s product-momentum correlation.

Summary of the Methodology
The purpose of chapter three is to present the methodology of this study as it applied to
the research. The questions in this survey were framed around the “Effective School
Characteristics” defined through an extensive literature review. The questionnaire was developed
to identify the characteristics of effective schools, as perceived by the teachers, evident in the
international schools in the sample. A web based questionnaire was used to enable contact with
schools in many parts of the world.
The method of collecting the survey data through an online Internet questionnaire is
relatively new to the dissertation process. The survey included radio button, check box
responses, Likert-scale and open-ended questions. The assumption was that each respondent
would have the technology to receive e-mail as well as the ability to access the web based
questionnaire. This researcher also expected a higher than normal rate of return due to the
monitoring system employed via the e-mail communication system and the ability to send
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multiple reminders to the respondent. The innovative technique described in this chapter is
evaluated as part of chapter four.
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CHAPTER FOUR: DATA ANALYSIS

Introduction
This quantitative study was designed to gather data about the relationship of effective
school characteristics in American style international schools to student achievement. As these
characteristics had not been studied in this population, the research was intended to add to the
available body of knowledge on effective school characteristics.
Chapter four has been divided into five sections. The first section contains response rate
and demographic information. The second section contains data analysis related to the first
research question: “Are there common effective school characteristics in high performing
overseas international schools?” The third section contains the data analysis related to research
question two: “What are the most important effective school characteristics of an effective
international school based on the perceptions of teachers? Data analysis for the third research
question, “Are there effective school traits that are more crucial to higher student achievement in
International schools?” is included in section four and the analysis for the fourth research
question, “Is there a correlation between the international schools that display a higher degree of
the characteristics of effective schools and student achievement as measured by standardized
tests?” is contained in section five.

Schools Selected for Data Analysis
Numerous e-mails were sent to the administrators and teachers in each of these schools
from early February 2004 through early June 2004 following the procedures defined by Dillman
(2000). Of the 36 schools that replied to the requests to participate, the total teacher responses to
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the Effective International Schools Questionnaire (ESIQ) varied widely from 1 percent to 98
percent per school (Range = 97%, M = 43%, SD = .18). For the purposes of this research the 25
schools with a response rate of 20% or more. (n = 25, M =.47, SD =.18) were initially selected
for analysis.
However one school, with a relatively large number of teacher responses, did not use
standardized testing. Their data was not usable in the correlational analysis seeking a
relationship between student achievement and effective school characteristics. Therefore there
are 24 schools represented in research questions one, three and four. The sample schools
responding are located in 31 different countries. The 24 schools who did give standardized tests
had a mean response rate of 43%.
Not all of the 24 schools gave norm-referenced standardized tests at each grade level.
Some schools tested every grade from one through eight, but most alternated years and began
testing at grades two or three. The testing grades common to the 24 selected schools were
grades 4, 6, and 8. Therefore the total scores from each of these three grades were used in the
analysis of the data. Of the 24 schools, 21 had high schools and 20 gave the SAT. Those high
schools giving the SAT were used in the analysis.
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Standardized Tests
The standardized tests used by the sample schools to determine student achievement
varied. The Iowa Test of Basic Skills (ITBS) was given by more than half of the schools (52%,
n = 13) followed by the Stanford (20%, n = 5), Comprehensive Testing Program (CTP 4) was
next with (16%, n =4), followed by the California Test of Basic Skills (CTBS) (4%, n = 1) and
finally the Terranova (4%, n = 1). (See figure 5)
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Figure 5: Elementary/Middle School Standardized Tests
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1

TERRANOVA

Faculty Responses by ASOS Region
The teachers who responded worked in international schools in the five different regions.
Figure 6 displays the total number of teachers in the selected schools by region with a graphic
comparison to the number of responses. The largest number of full time faculty in the sample
are from schools in Central/South America (n = 492).
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Figure 6: Faculty Responses by Region

87

Percent of Responses by Region
Figure 7 illustrates the percent of responses by region. The highest percentage of the
responses, with 37 % of the total, came from teachers in Central / South America. The East
Asia/Pacific region followed with 25 %, the Near East with 21 %, Africa with 10 and and finally
the European region with 6 %.
37%

25%
21%

10%
6%

Americas

E.Asia/Pacific

Near East

Africa

Europe

Figure 7: Percent of Total Responses by Region

Nationality of Teachers
A total of 736 teachers from the 36 schools responded to the EIS questionnaire. They
represented 28 nationalities with almost 50 % (n = 436) of those who replied describing
themselves as American. This relationship is similar to the responses from the teachers in the 24
schools selected for the analysis.
A total of 652 teachers responded from the 24 selected schools. They represent 27
nationalities with 59 % (n = 389) of the respondents listing the USA as their home country. This
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is consistent with the demographic information for faculty nationalities in the selected sample of
51 schools as described in the 2003-2004 edition of the ISS Directory of International Schools
("The ISS Directory of International Schools 2003-2004,"). Miller (2003) reported that that out
of 12,106 teachers and administrators employed in ASOS sponsored overseas schools, 45% (n =
5,463) are U.S. citizens and 55% (n = 6,643) are foreign nationals.
Table 6 presents a list of the nationalities, the total number of respondents in each
category and the percentage of the total each nationality represents.

Table 6: Nationality of Teachers
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Percentage of Sample Represented in the Final Selection
Although, the actual number of teachers responses in the final selection was somewhat
smaller (n = 652), compared to the total responses to the questionnaire (n = 736), the final
sample did represented 43 % of the total faculty (N = 1499) from the 24 schools. Figure 8
depicts the number of responses compared to the actual number of teachers in the schools.

Figure 8: Number of Faculty in the Sample and Number of Faculty Responses

Gender
Gender of teachers included in the analyzed data was similar to the gender of teachers in
the U.S. and is consistent with data for all American Sponsored Overseas Schools as reported by
Miller (2003). Sixty nine percent of the respondents were female while 31 % were male.
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Figure 9: Gender of Respondents

Language of Respondents
Of the 652 teachers in the final selection, 75% (n = 487) listed English as their first
language. This figure is consistent with the results of teacher respondents in the 36 schools who
initially responded.

Teaching Experience
There was a wide variation in total teaching experience and teaching experience in their
present school. Of the total selected population of 652 responding teachers the range of total
experience was 44 years and the range of teaching experience in their present school was 39.
The average teaching experience for the teachers in this sample was 15.8 years (Range = 43, M
=15.8, SD = 8.9) while the average years of experience at their present school was 6.9. (Range =
39, M = 6.9, SD = 6.4), Figure 10 presents the mean teaching experience for all teachers in
international schools and the mean teaching experience in their present school.
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Figure 10: Teaching Experience

Total teaching experience varied in the five different regions (Range = 5.1, M = 15.3, SD
= 1.85,). Teachers in the East Asia/Pacific region had the highest number of years of experience
(M = 17.8). While teachers in Africa had the lowest average years of experience (M = 12.7).
(See Figure 11)
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Figure 11: Average Teaching Experience by Region

Total teaching experience varied among the five different regions (Range = 39, M = 15.8,
SD = 8.93). Teachers in the East Asia/Pacific region had the highest number of years of
experience (M = 17.8) While teachers in Africa had the lowest average years of experience (M =
12.7). (See Figure 12)
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Figure 12: Average Teaching Experience by Region

Class Size
Reported class sizes in the sample schools are smaller than average class sizes reported in
the U.S. states public schools, although they are similar to some private schools in the States.
The mean class size was 15.7 for the elementary / middle school classrooms and 15.3 for the
secondary classes. This compares to an average class size of 21.1 at the elementary / middle
school levels and 23.6 for secondary classes in the U.S.(as reported by N.C.E.S. (2002) )
Elementary class sizes in the research sample ranged from a minimum of eight to a maximum of
twenty two while the secondary class size range was similar, six to twenty five. Figure 13
displays the average class sizes for both elementary and secondary schools by region.
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Figure 13: Average Class Size by Region

The 2003-2004 ISS Directory of International Schools ("The ISS Directory of
International Schools 2003-2004," 2003) reports that international schools with total enrollments
above 250 normally have class sizes in the 16-20 range at the secondary level and 15 or less at
the elementary level. There were some notable class size variations between the ASOS regions
with African school class sizes being significantly smaller. However, this may be accounted for
by the relatively small size of the expatriate communities in many of the developing nations and
the small sample size of the study.
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Data Analysis of Research Questions

Research Question One
Are there effective school characteristics that are common in high performing overseas
international schools?
Three characteristics: Frequent analysis of student progress, high academic expectations
and positive school environment were at or above 4.0 “agree” indicating that the teachers in the
high performing international schools agreed that these three effective school characteristics
were present in their school. However, all of the mean scores of the eleven characteristics were
on the “agree” side of the 5 – point Likert scale, i.e. above the neutral mean of 3.0. (See Figure
14 below)
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4.11
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Learning Time is Maximized

Stongly Agree

4.0

3.58
3.49

Figure 14: Effective School Characteristics Common to High Performing Int’l Schools

The working definition of “high performing” was determined to be those
elementary/middle schools who’s average score on standardized tests in grades 4, 6, and 8 were
above the 50% and those high schools that had SAT average scores above the U.S. national
average of 1026 (as reported by (Carnahan and Coletti, 2003) ).Twenty one schools had
standardized test score averages for grades 4, 6, and 8 above the 50th percentile. (Range 38%,
M = 71%, SD = 11.72%). Sixteen of those schools also had high schools that reported SAT
scores. All of the high schools reported SAT scores above the U.S. average and thus 16 K-12
schools met the requirement of a “High Performing” school. The minimum SAT average score
of the 16 high schools in the sample was 1034 while the maximum average SAT score was 1250.
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The sample international schools had a mean SAT score 90 points (8.7%) above the U.S.
average. (Range 216, M = 1115.7, SD = 65.9) (See Figure 15)
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Figure 15: Average SAT Score Comparisons
.
Research Question Two
What are the most important effective school characteristics of an effective international
school based on the perceptions of teachers?
Teacher responses varied widely with 89 % (n = 655) of the teachers including “Positive
School Environment”. (Range = 47%, M = 56.6%, SD = 12.87%) Conversely, only 43 percent
of the teachers included “Basic skills acquisition” (n = 313) (see Figure 16). All teacher
responses (N = 736) from the 36 responding schools were analyzed to determine which of the
eleven characteristics teachers perceived to be the most important characteristics of effective
international schools. Responders could pick one or more of the eleven characteristics.
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Figure 16: The Most Important Effective School Characteristics as Perceived by Teachers

In response to the open ended question: “Are there other characteristics that have not
been identified on this list that you believe are important to an effective international school?”
Further opinions about effective school characteristics were entered by 26.5% (N = 736) of the
teachers who responded from the 36 schools.
The additional characteristics identified were:
1. Greater cultural awareness (22.7%)
2. High level of student involvement (8.2%)
3. Top-quality teachers (7.2%)
4. Standardized and clear curriculum (7.2%)
5. Effective teaching practices (4.1%)
6. Strong co-curricular/extra-curricular programs (3.6%)
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7. Good internal and external communications (3.1%)
The researcher categorized each of the 194 comments into either; one of the eleven
already defined effective school characteristics or into seven new characteristics mentioned by
the respondents.
Even though it was a factor that could be chosen from the list, one of the eleven effective
school characteristics, strong instructional leadership was mentioned so often in the write in
portion of the questionnaire, that it is included in figure 17.

n= 194
44

45
40

22.7%

35
31

30
16.0%

25
20
15

7.2%

10

7.7%

8.2%

8

7

6

16

15

14

4.1%

5
3.1%

3.6%

0
Good
Communications

Co-curricular
Programs

Teaching Practices

Curriculum

Teacher Quality

Student
Involvement

Instructional
Leadership

Cultural
Awareness

Figure 17: Additional Effective International School Characteristics Added by Respondents
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Research Question Three
Are there effective school traits that are more crucial to higher student achievement in
International schools?
A Pearson correlation coefficient was calculated to determine what relationships, if any,
existed between each of the eleven effective school characteristics and achievement scores. As
suggested by Luyten (1994) secondary school datasets and elementary datasets were analyzed
separately for this research question.
The analysis uncovered a significant correlation between the reported average test scores
in grades 4, 6, and 8 and the characteristic, learning time is maximized” (r = .37, p <.01). There
was a moderate correlation with high academic expectations” (r = .37). Strong instructional
leadership had a very weak negative correlation (r = -.09). (See Table 7 and Figure 18)

High Academic Expectations.

Effective professional Development

Frequent Analysis of Student
Progress

Parent/Community Involvement

Basic Skills Acquisition is
Emphasized

Safe and Orderly Atmosphere

Positive School Environment

Teacher Involvement in Decision
Making

Clear Educational Mission and Goals

Strong Instructional Leadership

Pearson's r
Sig.

Learning Time is Maximized

Table 7: Correlations of Effective School Characteristics and Test Scores Gr. 4, 6, 8
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Figure 18: Correlations of Effective School Characteristics and Test Scores Gr. 4, 6, 8

A second analysis utilized a sub-sample of schools that reported SAT scores. The
analysis revealed a moderate, but not significant, correlation between the reported SAT scores
and two of the effective school characteristics, learning time is maximized (r = .37) and high
academic expectations” (r = .37). As with the elementary/middle school analysis, strong
instructional leadership had a weak negative correlation (r = -0.21). (See Table 8 and Figure
19)
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Table 8: Correlations of Effective School Characteristic and SAT Scores
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Figure 19: Correlations of Effective School Characteristic and SAT Scores
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Research Question Four
Is there a correlation between the international schools that display a higher degree of the
characteristics of effective schools and student achievement as measured by standardized tests?
Correlational analysis using Pearson’s r revealed no significant correlation between the
mean “Effective School Characteristic Score” for each school and the mean SAT total for the
high schools in the sample. (r = .269, n = 20, p = .314) Figure 20 illustrates the fit line of the
correlation.
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Figure 20: Correlation of SAT Scores and Effective School Characteristic Mean

Analysis also revealed that there was no significant correlation between the mean
Effective School Characteristics score and the average total standardized test scores in grades 4,
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6 and 8 in the 24 sample elementary/middle schools. (r = .294, n =24, p = .184) Figure 21
depicts the computed regression line.
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Figure 21: Correlation of Gr. 4, 6, 8 Scores and Effective School Characteristic Mean
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS

Discussion of Findings and Conclusion
This study attempted to view the effective school characteristics of international schools
from four viewpoints.
1. The study attempted to find the presence or absence of effective school
characteristics in the American style international schools in the sample through
inquiry by designing the survey instrument with multiple questions for each of the
defined characteristics. Multiple questions, targeted at one characteristic, were
intended to add a higher level of internal consistency to the quantitative
investigation.
2. The study attempted to compare the reality of the teacher’s school situation to
their perceived educational utopia by asking the teachers to state what they
believe are the most important characteristics of an effective international school
New characteristics, that may be unique to international schools, were also
identified for further investigation.
3. The study was designed to investigate any individual factors that might underlie a
correlation between standardized scores and effective school characteristics by
disaggregating the effective school characteristics that may be most important to
academic achievement
4. The study endeavored to replicate traditional effective schools research with an
entirely new population of schools, i.e. American style international schools with
high socio-economic status and culturally diverse student populations by

106

correlating the school’s “effective school characteristic” mean with the schools
standardized test score mean,

Response Rate
Of the 51 schools selected, 36 schools from 35 countries responded in varying degrees to
the requests to participate in the research. Although not all of the 51 selected schools responded
to requests to participate, those that did respond were randomly selected through stratified
random sampling techniques and represented a cross section of the ASOS sponsored
international schools. Therefore a degree of generalizability from these findings to international
schools overseas is deemed possible.
Thirteen of the school administrators never responded to e-mail requests, even after
repeated attempts. To verify the e-mail addresses, the researcher checked and rechecked the
addresses and attempted to phone the non-responders. The researcher also attended the annual
American Association of International Education conference in San Francisco in February 2004
and met with a number of the selected school administrators and personally asked for their
cooperation. It should be noted that in each case where personal contact was made the
administrator, and subsequently the teachers, responded to the questionnaire. The highest
response rates also came from the schools of the administrators that had been contacted at the
conference. This leads the researcher to suggest that although e-mail and internet connectivity
have made the world seem much smaller, allowing almost instant access to international
educators around the globe, face to face contact is still often the key to developing professional
rapport and trust. The higher response rate may also mean that those administrators who traveled
half way around the world to attend an educational conference have a proclivity toward school
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improvement and would seek out methods that have the potential of enrich the profession,
instead of viewing the request to participate in the research as another burden.
Initial contacts with the teachers, through the site administrator, provided varied response
rates and were lower than expected. It was found that at least three reminders were necessary
(after the pre-notice), one every two weeks, to get the maximum response from the faculty.
There are a number of reasons for the lower than expected response rate that may prove to be a
significant disadvantage when using electronic communications. First and foremost is the large
amount of SPAM e-mail messages received by teachers and administrators daily. As Dillman
(2000) points out in his book on mail surveys, getting the potential respondent to open the letter,
or in this case to read the e-mail, is at the heart of social exchange theory.
“Social exchange is a theory of human behavior used to explain the development of
continuation of human interaction. The theory asserts that actions of individuals are
motivated by the return these actions are expected to bring, and in fact usually do bring,
from others”(Dillman, 2000, p.14).
International school teachers and administrators are inundated with copious amounts of email messages each day. Just as bulk postal mail causes recipients to throw out numerous
envelopes without opening them, electronic SPAM; where hundreds of thousands of e-mails are
sent to get just a few people to open the message, can overwhelm an e-mail box. Combine this
with the security concerns caused by the proliferation of computer viruses and many e-mail users
ignore and delete messages from someone they don’t know. The researcher also found that the
imbedded URL often caused the security software at the school’s e-mail server to delete the
message, labeling it as either SPAM or a virus. In later attempts at contact the imbedded URL
was removed with subsequent higher rates of response.
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Research Question One
Are there effective school characteristics that are common in high performing overseas
international schools?
The vast majority of the teachers in the sample report all eleven of the characteristics
were present in their school. The mean scores of three of the characteristics were at or above the
“agree” level (4.0) and may be more prominent in this sample. These three characteristics are:
1. frequent analysis of student progress
2. high academic expectations
3. positive school environment
In the high performing schools, the mean scores for the eleven defined characteristics
were all above the neutral response (3.0), (Range = .62, M = 3.8, SD = .19), while the mean
scores of three characteristics reported above were over 4.0. However, there is probably no
important difference between the mean scores of these three characteristics and the mean scores
of all eleven characteristics as they were all above the neutral score and only deviated slightly.
The research therefore points to the importance of viewing the effective school characteristics as
a whole, rather than separate entities. The public and our lawmakers often look for simple
solutions that they believe can be easily implemented in the schools. One of the most popular
proposed answers is the view that if teachers have high academic expectations the students will
rise to the challenge. They suggest that if only the teacher’s would expect more, students would
do more. Yet, although high academic expectations, positive school environment, or frequent
analysis of student progress are desirable, they do not exist in a vacuum. “Educators have
attempted to run with one or two correlates of Effective Schools, and their efforts have been
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unsuccessful” (Taylor, 2002, pg 375). The public discourse ignores the idea that these effective
school characteristics work best when they are supported by other characteristics.

Research Question Two
What are the most important effective school characteristics of an effective international
school based on the perceptions of teachers?
Positive school environment, high academic expectations, strong instructional leadership
and greater cultural awareness were reported as the most important characteristics by the
teachers in this sample. This is probably the most interesting of the four questions and may
highlight the differences between international and U.S. schools. International school teachers
were asked to review the list of eleven characteristics and select the ones they believed were the
most important to an effective international school. They could choose one or more of the
eleven characteristics and then add any characteristic(s) that they believed was not represented in
the list.
Six hundred and fifty five (89%) of the respondents (N = 752) included positive school
environment in their choices. This is not surprising as a body of research suggests that school
effectiveness is influenced by the quality of the school climate. In one of the first studies that
looked at this characteristic, Brookover et al. (1979) found that school climate could be a
powerful predictor of student achievement. In a review of the research Owens (1998) found that:
… schools that emphasize supportive, open communications, collaboration, intellectuality,
and that reward achievement and success outperform (in terms of achievement, attendance,
drop-out rate, frustration, alienation) those that emphasize constraint, restrictiveness,
rigidity, coldness, lack of excitement and reward conformity (p.266).
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The second most popular choice, high academic expectations was chosen by 70% of the
teachers in the sample. This choice is also supported by a number of educational researchers
who have found that schools that create high academic expectations and give the students and
teachers the educational support required to reach those expectations have high rates of academic
success (Edmonds, 1979; Levin, 2001; Rutter, 1979).
Strong instructional leadership was chosen by 62% of the respondents as an important
characteristic and, even though strong instructional leadership was on the list to choose from, it
was also added by a 16% of the respondents who offered their own comments. The analysis of
the data for research question three reveals that in this study the characteristic strong
instructional leadership had a weak negative correlation in both the k-8 schools and in the high
schools in the sample. Yet, a majority of the teachers who responded to the questionnaire
believed that strong instructional leadership was an important characteristic of an effective
international school. As this characteristic continues to be the most controversial it seems that
school leadership in international schools is deemed very important by the teachers. Their
definition may more closely follow the model of “the teacher as a leader of teachers and the
curriculum while the principal as a leader of leaders” (Kellison, 2001, p.1).
In the write-in section of the questionnaire, 194 respondents added comments and
additional characteristics. When the written responses were broken down and categorized it was
found that almost one quarter (22.7%) of those teachers who added characteristics chose to add
“cultural awareness”.
As schools overseas have great diversity, the results indicate that international school
teachers believe that greater cultural awareness of both the host country’s culture and the culture
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of the other pupils in the school strengthens the international school’s educational process,
product and potential. Cultural diversity is seen as a strength by the respondents.

Research Question Three
Are there effective school traits that are more crucial to higher student achievement in
International schools?
This question was analyzed separately for the grade 4, 6, and 8 test results and for the
SAT results for high school students. Each of the characteristics was also disaggregated and then
viewed separately at both levels. Although there were moderate to weak correlations, the only
significant correlation (p <.01) was found between the grade 4, 6, and 8 standardized scores and
the characteristic, learning time is maximized. This correlation was not evident in the analysis of
high school student achievement based on SAT results.
Coyle (1992), Degenhart (1990) and others have also found positive correlations with
similar characteristics, i.e. “time on task”, “increased learning time”. Yet, other studies that
included students of middle/high economic status have not found similar correlations. Higdon
(1987) found a moderate, but insignificant correlation between maximized learning time and
standardized test scores of low SES students. Higdon (1987) found there was little correlation
between any of the effective school characteristics and student achievement of middle/high
socioeconomic status students.
The most fascinating result was the negative correlation, although weak, between strong
instructional leadership and student achievement as measured by norm-referenced standardized
tests in both grades 4, 6, and 8 and SAT scores of high school students.
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Lezotte (1992c) stated in 1991 that “through its history, all effective schools research in
elementary, middle and secondary schools have identified instructional leadership as critical” (p.
14). Yet, instructional leadership continues to be one of the more contentious of the identified
effective schools characteristics. Lezotte asserts that much of the controversy stems from the
misunderstanding of what leadership is and how it works. He goes on to say that many teachers
view the phrase strong instructional leadership negatively and believe that the term identifies an
educational administrative structure where a principal controls the school like a despot.
However, when teachers in this sample of international schools were asked to state what
they believed were the most important characteristics of an effective international school
(research questions 2) they indicated that strong instructional leadership is vital to a school’s
success. The responses to the questionnaire did not support their expressed opinion. No
positive correlation was found, in fact there is a weak negative correlation, in both the high
school and the elementary school, between strong instructional leadership and student
achievement.
The results of Pruitt’s study of Florida principals, (2002) revealed that principals selfreport a strong instructional leadership style in both higher performing public schools and in
minimum performing public schools, again indicating that it is difficult to find a definitive
positive relationship between a strong (i.e. effective) instructional leadership style and student
achievement. This finding of this study adds to the controversy. International school teachers
believe that strong instructional leadership is important to school success, yet the only correlation
that was found in this study between the characteristic and students achievement was negative.
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Research Question Four
Is there a correlation between the international schools that display a higher degree of the
characteristics of effective schools and student achievement as measured by standardized tests?
This final research question was the heart of the study. Without disaggregating the
characteristics the researcher attempted to determine if there is a relationship between the
combined “effective school characteristic” scores in American style international schools and
norm-referenced standardized test scores.
Correlational analysis revealed that there was no statistically significant relationship
between the dependent variables (norm referenced test scores for grades 4, 6, and 8 and SAT
scores in high school) in the international schools in this sample and the independent variable
(effective school characteristics perceived by teachers). These findings, although contradictory
to the results of many of the classical effective schools research, are consistent with other
findings in the literature. Zigarelli (1996a) ) found no evidence that effective school
characteristics were related to student performance. As did Coleman et al. (1966), The Plowden
Committee (1967) and Jencks (1972), Zigarelli concluded that success on standardized tests
seems to be more related to student and family variables.
Higdon’s (1987) study examined the correlation between student achievement and the
effective schools correlates, defined by the Connecticut State Department of Education, in
selected Wyoming high schools. He found there was little correlation between any of the
effective schools correlates and the achievement of middle/high socioeconomic status students.
He did find small correlations with lower SES students, but none that were significant.
In an unpublished dissertation Lamendola (2002) found no significant correlation
between school performance and effective school characteristics in low SES elementary schools
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in Buffalo, New York. The findings of this research supports the proposition of Lamendola
(2002) that the presence of effective school characteristics may be baseline competencies of all
schools.

Conclusion
Although 36 schools responded in some degree to the questionnaire, there were 15 who
did not respond, even after repeated attempts to communicate with their administrators. The
administrators were the gate keepers as it was necessary to obtain their cooperation before
contact with the teachers could be established; leaving the impression that the twenty four
schools were somewhat self-selected depending on the administrator’s inclination toward the
research. The results from the schools who did respond to the questionnaire indicated that all
eleven characteristics were evident in their schools. This information leads to the supposition
that the non-responding administrators did not want their teachers to reply to a questionnaire that
might start a professional discourse about the characteristics or reveal that effective school
characteristics were lacking in their school. Four of the school administrators refused to send the
teachers the questionnaire stating that their faculty was too busy; even though they were assured
that the questionnaire took only 8-10 minutes to complete. Another administrator sent the
request to the teachers only once stating, “I have seen how these kinds of questionnaires can
create negative feelings”. The refusal to participate could be an indication that the administrator
did not want to open themselves up to criticism. As the number of responding schools with
viable percentages of teacher responses was less than half of the random sample selection the
researcher is somewhat reluctant to paint a broad stroke and to suggest that these findings can be
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inferred to the larger population of American style international schools however, there are some
inferences that can be made.
Although one or two of the characteristics in this research study seem to be more
important, the analysis of the four research questions leads to the conclusion that all of the eleven
effective school characteristics must be in place as a foundation for effective student learning.
In this and in other effective school studies the characteristics do not, even as a whole, directly
correlate to higher academic achievement as measured by standardized tests, especially when
students in a school score above the national average on norm referenced assessments. This
statement is especially significant as society seems to be looking for simple solutions and often
regard the characteristics as disconnected factors. Adequate consideration is not given to the
interactions of the effective school characteristics or to their effect on school success over the
longer term. Even today, many educational administrators construct checklists of effective
characteristics based on early effective schools research conclusions and then seek to put them
into practice in a parallel but not necessarily integrated way.
The issue of strong instructional leadership has remained controversial for many years.
This study does little to clear up the confusion as direct conflicts were revealed between the
teachers’ ideals of an effective international school and the correlation of the scores to the
characteristic of strong instructional leadership. The analysis uncovers the uncomfortable
conclusion that students in high socio-economic schools may learn in spite of the leadership of
the school, not because of it. In the teachers’ opinion however, this is far from the case. Their
responses indicate that they believe that strong instructional leadership is important to their
success as teachers. Strong instructional leadership leads to a positive school environment that
then leads to a safe and orderly school and so on. This observation is a further confirmation that
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no one characteristic can stand by itself. If a school possesses all the characteristics the
environment for learning is optimal. If not, the weakest link can break the chain of educational
success. For the teachers in this study, the anchor may well be strong instructional leadership
from the administrator in charge.
Another significant finding from the responses of the teachers was the importance of
greater cultural awareness and the view that this characteristic was a strength that led to a more
effective learning. This response was first interpreted as unique to international schools, but
further reflection leads to the suggestion that this finding may be applicable to the U.S. schools
which grow more culturally diverse everyday. All too often in public schools and in public
discourse about education, cultural diversity is seen as a hurdle to overcome instead of a ladder
to success. Nick Prag, (2003) publisher of EUbusiness reflects on the strengths of cultural
diversity:
One of the public's greatest concerns on the road to European integration is about losing
cultural identity. Since 1991, however, the EU has recognized that it is in its diversity that
Europe's cultural strength lies. The Maastricht treaty stated that the Union "shall
contribute to the flowering of the cultures of the Member States, while respecting their
national and regional diversity (p.1)
Greater cultural awareness that leads students to the collective wisdom of humanity may be an
important characteristic of more effective schools both in the U.S. and abroad.
At the core of the uncertainty over what constitutes an effective school is the roll of
socio-economic status in the prediction of academic success. Numerous studies have shown that
socio-economic status is a strong factor in the prediction of student achievement. One of the
main differences between international schools and schools studied in earlier effective schools
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research is the socio-economic status of the families. American style international school
students have many of the stress factors frequently associated with low achievement in the U.S.
They often speak English as a second language, they and their families move regularly, their
classmates come from many different cultural backgrounds, their fathers and mothers are often
absent, some live under the threat of terrorism and they live in a culture that is not their own.
Given these limitations the majority of these students are still very successful academically. Due
to their socio-economic status, the parents of international school students are well-educated;
they travel, read, have excellent health care, and the children have friends who also have high
academic aspirations. Again, this difference appears to be much more important than the
presence or absence of effective school characteristics in their academic achievement. Although
effective school characteristics were reported to be present at the international schools the degree
to which they exist has no direct correlation to achievement. What seems to be the main factor
in the academic success of international school students is the same factor proposed by Coleman
(1967) almost 40 years ago, socio-economic status. Does this relationship as Edmonds (1979)
argued, relieve the teachers of their responsibility to teach? Of course not, the findings instead
spread the responsibility for effective education to society as a whole. Teachers and schools
cannot do this alone; they must have the support of their leaders and of the general public.
From the effective schools research starting in the 1970s to today, the information base
relating to school effectiveness continues to expand as researchers have attempted to identify and
then circulate specifics about effective school characteristics. Some of the early researchers have
taken their findings and turned them into commercial programs, selling the idea of effective
school characteristics as the solution for perceived educational failings. Unfortunately we do not
have a precise depiction of the comparative success of the effective characteristics or of the ways
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these characteristics work together to generate academic outcomes in the wide variety of school
settings. When politicians, educators and the public ask what set of school characteristics
possesses the best guarantee of high student achievement, educational researchers can point to
some exciting findings, but we still have no verifiable response to the problem as the critical
element may be the economic strength of the family. By investigating a special group of schools
this study adds a small but important piece to the puzzle.

Recommendations for Further Research
1. Further research is needed into the dichotomy between the international school
teacher’s responses that strong educational leadership is important to an effective
international school and the findings in this study that strong instructional
leadership was negatively correlated to standardized test scores.
2. International school teachers identified cultural awareness as an effective school
characteristic. Yet, this researcher did not find any mention of cultural awareness
as a characteristic of effective schools in the literature. Is this an international
school phenomenon? Or, given the increasingly diverse nature of students in the
U.S. has this characteristic been overlooked?
3. Is there a relationship between teacher gender, language, age, and/or nationality
and responses on this or a similar effective school characteristic questionnaire?
4. In contrast to, or in conjunction with, whole school characteristics, how do
effective classroom teaching practices alter student achievement in international
schools?
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5. Is there a more effective way to utilize electronic responses for international
school surveys that will yield a higher response rate and where the administrator
of the school is not the gate keeper?
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Africa
1. Angola, Luanda: Luanda International School
2. Botswana, Gaborone: Westwood International School
3. Burkina Faso, Ouagadougou: International School of Ouagadougou.
4. Cameroon, Yaounde: American School of Yaounde
5. Chad, N'Djamena: American International School of N'Djamena
6. Congo, Democratic Republic of the, Kinshasa: The American School of Kinshasa
7. Cote d'Ivoire, Abidjan: International Community School of Abidjan.
8. Egypt, Alexandria: Schutz American School
9. Egypt, Cairo: Cairo American College
10. Eritrea, Asmara: Asmara International Community School.
11. Ethiopia, Addis Ababa: International School of Addis Ababa.
12. Gabon, Libreville: American International School of Libreville.
13. Gambia, Banjul: Banjul American Embassy School.
14. Ghana, Accra: Lincoln Community School of Accra.
15. Guinea, Conakry: International School of Conakry.
16. Kenya, Nairobi: International School of Kenya.
17. Lesotho, Maseru: American International School of Lesotho.
18. Madagascar, Antananarivo: American School of Antananarivo.
19. Malawi, Lilongwe: Bishop Mackenzie International Schools.
20. Mali, Bamako: American International School of Bamako.
21. Mauritania, Nouakchott: American International School of Nouakchott.
22. Morocco, Casablanca: Casablanca American School.
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23. Morocco, Rabat: Rabat American School.
24. Morocco, Tangier: The American School of Tangier.
25. Mozambique, Maputo: American International School of Mozambique.
26. Namibia, Windhoek: Windhoek International School.
27. Niger, Niamey: American School of Niamey.
28. Nigeria, Abuja: American International School of Abuja.
29. Nigeria, Lagos: American International School of Lagos.
30. Senegal, Dakar: International School of Dakar
31. Sierra Leone, Freetown: American International School of Freetown.
32. South Africa, Johannesburg: American International School of Johannesburg.
33. Sudan, Khartoum: Khartoum American School.
34. Swaziland, Mbabane: Sifundzani School.
35. Tanzania, Dar es Salaam: International School of Tanganyika.
36. Togo, Lome: American International School of Lome.
37. Tunisia, Tunis: American Cooperative School of Tunis.
38. Uganda, Kampala: Lincoln International School of Uganda.
39. Zambia , Lusaka: American International School of Lusaka.
40. Zimbabwe, Harare: Harare International School
East Asia and Pacific
1. Burma, Rangoon: International School, Yangon.
2. Cambodia, Phnom Penh: International School of Phnom Penh.
3. China, Beijing: International School of Beijing.
4. China, Guangzhou: American International School of Guangzhou.
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5. China, Hong Kong: Hong Kong International School.
6. China, Shanghai: Shanghai American School.
7. Fiji, Suva: International School Suva.
8. Indonesia, Jakarta: Jakarta International School.
9. Indonesia, Surabaya: Surabaya International School.
10. Japan, Fukuoka: Fukuoka International School.
11. Japan, Hiroshima: Hiroshima International School.
12. Japan, Nagoya: Nagoya International School.
13. Japan, Osaka-Kobe: Canadian Academy.
14. Japan, Sapporo: Hokkaido International School.
15. Japan, Tokyo: American School in Japan.
16. Japan, Tokyo: Nishimachi International School.
17. Laos, Vientiane: Vientiane International School.
18. Malaysia, Kuala Lumpur: International School of Kuala Lumpur.
19. Mongolia, Ulaanbaatar: International School of Ulaanbaatar.
20. Philippines, Manila: International School, Manila.
21. Singapore (Republic of), Singapore: Singapore American School.
22. Taiwan, Kaohsiung: Kaohsiung American School.
23. Taiwan, Taipei: Taipei American School.
24. Thailand, Bangkok: International School Bangkok.
25. Thailand, Chiang Mai: Chiang Mai International School.
26. Vietnam, Hanoi: United Nations International School.
Europe
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1. Albania, Tirana: Tirana International School.
2. Armenia, Yerevan: QSI International School of Yerevan.
3. Austria, Vienna: American International School in Vienna.
4. Azerbaijan, Baku: Baku International School.
5. Belarus, Minsk: Minsk International School.
6. Belgium, Antwerp: Antwerp International School.
7. Bosnia-Herzegovina, Sarajevo: QSI International School of Sarajevo.
8. Bulgaria, Sofia: Anglo-American School of Sofia.
9. Croatia, Zagreb: The American School of Zagreb.
10. Czech Republic, Prague: International School of Prague.
11. Denmark, Copenhagen: Copenhagen International School.
12. Estonia, Tallinn: International School of Estonia
13. Finland, Helsinki: International School of Helsinki.
14. France, Paris: American School of Paris.
15. Georgia, Tbilisi: QSI International School of Tbilisi.
16. Germany, Berlin: John F. Kennedy School
17. Germany, Bonn: Bonn International School
18. Germany, Frankfurt: Frankfurt International School.
19. Germany, Hamburg: International School Hamburg
20. Germany, Leipzig: Leipzig International School.
21. Germany, Munich: Munich International School.
22. Greece, Athens: American Community Schools of Athens.
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23. Greece, Thessaloniki: Thessaloniki International High School and Pinewood
Elementary School.
24. Hungary, Budapest: American International School of Budapest.
25. Iceland, Reykjavik: American Embassy School.
26. Ireland, Dublin: St. Andrew's College.
27. Italy, Florence: American School of Florence.
28. Italy, Milan: American School of Milan.
29. Italy, Rome: American Overseas School of Rome.
30. Italy, Rome: St. Stephen's School.
31. Kazakhstan, Almaty: Almaty International School.
32. Kyrgyzstan, Bishkek: Bishkek International School.
33. Latvia, Riga: The International School of Latvia.
34. Lithuania, Vilnius: American International School of Vilnius.
35. Macedonia, Skopje: QSI International School of Skopje.
36. Malta, Verdala: Verdala International School.
37. Moldova, Chisinau: QSI International School of Chisinau.
38. Netherlands (The), Rotterdam: American International School of Rotterdam.
39. Netherlands (The), The Hague: The American School of The Hague.
40. Norway, Stavanger: International School of Stavanger.
41. Poland, Krakow: American International School of Krakow.
42. Poland, Warsaw: American School of Warsaw.
43. Portugal, Lisbon: Frank C. Carlucci American International School Lisbon.
44. Romania, Bucharest: American International School of Bucharest
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45. Russia, Moscow: Anglo-American School of Moscow.
46. Russia, St. Petersburg: Anglo-American School of St. Petersburg.
47. Russia, Vladivostok: QSI International School of Vladivostok.
48. Serbia and Montenegro, Belgrade: International School of Belgrade.
49. Slovak Republic, Bratislava: QSI International School of Bratislava.
50. Slovenia, Ljubljana: QSI International School of Ljubljana.
51. Spain, Barcelona: Benjamin Franklin International School
52. Spain, Barcelona: The American School of Barcelona.
53. Spain, Madrid: American School of Madrid.
54. Switzerland, Bern: International School of Bern.
55. Turkey, Istanbul: Istanbul International Community School
56. Turkmenistan, Ashgabat: Ashgabat International School
57. Ukraine, Kiev: Kiev International School - An American Institution.
58. United, Kingdom, London: The American School in London.
59. Uzbekistan, Tashkent: Tashkent International School.
Near East
1. Bangladesh, Dhaka: American International School/Dhaka.
2. India, Chennai: American International School-Chennai.
3. India, Mumbai: The American School of Bombay.
4. India, New Delhi: The American Embassy School, New Delhi.
5. Israel, Tel Aviv: American International School in Israel, Inc..
6. Jordan, Amman: American Community School.
7. Kuwait, Kuwait: The American School of Kuwait.
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8. Lebanon, Beirut: American Community School.
9. Nepal, Katmandu: The Lincoln School.
10. Oman, Muscat: The American International School of Muscat.
11. Pakistan, Islamabad: International School of Islamabad.
12. Pakistan, Karachi: Karachi American School.
13. Pakistan, Lahore: Lahore American School.
14. Pakistan, Peshawar: International School of Peshawar.
15. Qatar, Doha: American School of Doha.
16. Saudi Arabia, Dhahran: - Dhahran Campus Schools, International Schools Group.
17. Saudi Arabia, Riyadh: American International School - Riyadh
18. Sri Lanka, Colombo: Overseas School of Colombo.
19. Syria, Damascus: Damascus Community School.
20. United Arab Emirates, Abu Dhabi: American Community School of Abu Dhabi.
21. Yemen, Republic of, Sanaa: Sanaa International School.
Western Hemisphere
1. Argentina, Buenos Aires: Asociacion Escuelas Lincoln
2. Bolivia, Cochabamba: American International School of Bolivia
3. Bolivia, La Paz: American Cooperative School.
4. Bolivia, Santa Cruz: Santa Cruz Cooperative School.
5. Brazil, Belo Horizonte: The American School of Belo Horizonte.
6. Brazil, Brasilia: American School of Brasilia.
7. Brazil, Recife: American School of Recife.
8. Brazil, Rio de Janeiro: American School of Rio de Janeiro.
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9. Brazil, Salvador de Bahia: Pan American School of Bahia.
10. Brazil, Sao Paulo: The American Elementary and High School.
11. Chile, Santiago: International School de Aguilas.
12. Colombia, Bogota: Colegio Nueva Granada.
13. Colombia, Cartagena: Colegio Jorge Washington.
14. Costa Rica, San Jose: Lincoln School.
15. Costa Rica, San Jose: The American International School of Costa Rica.
16. Dominican Republic, Santo Domingo: Carol Morgan School.
17. Dutch Caribbean, Aruba: International School of Aruba
18. Ecuador, Guayaquil: Inter*American Academy.
19. Ecuador, Quito: Cotopaxi Academy.
20. Guatemala. Guatemala City: Colegio Maya
21. Guatemala. Guatemala City: The American School of Guatemala
22. Guyana, Georgetown: Georgetown American School.
23. Haiti, Port-au-Prince: Union School.
24. Honduras, Tegucigalpa: American School.
25. Jamaica, Kingston: American International School of Kingston.
26. Mexico, Guadalajara: The American School Foundation of Guadalajara
27. Mexico, Mexico City: The American School Foundation, A.C..
28. Mexico, Monterrey: The American School Foundation of Monterrey, A.C.
29. Mexico, Puerto Vallarta: The American School of Puerto Vallarta.
30. Netherlands Antilles, Curaçao: International School of Curaçao.
31. Nicaragua, Managua: American-Nicaraguan School
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32. Panama, Panama City: The International School of Panama
33. Paraguay, Asuncion: American School of Asuncion
34. Peru, Lima: American School of Lima
35. Trinidad and Tobago, Port-of-Spain: International School of Port-of-Spain
36. Uruguay, Montevideo: Uruguayan American School of Montevideo.
37. Venezuela, Caracas: Escuela Campo Alegre.
38. Venezuela, Caracas: The International School of Caracas.
39. Venezuela, Valencia: Colegio Internacional de Carabobo.
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Item
A3
A4
A2
A1
A5
J4
J5
J1
H2
H1
J3
D1
I5
E1
B2
B4
I4
B5
I1
B1
H5
I3
H3
D5
K1
D2
F5
K4
K3
B3
C1
I2
E5
G5
F2
E3
C2
K5
G4
C4
G1

1
.866
.844
.815
.808
.794
.595
.591
.566
.540
.536
.528
.518
.504
.495
.490
.474
.473
.470
.458
.455
.449
.441
.430
.427
.423
.412
.412
.407
.402
.398
.394
.393
.388
.388
.379
.377
.376
.376
.361
.354
.349

2
.520
.473
.483
.496
.452
.565
.562
.509
.620
.538
.599
.503
.541
.506
.774
.726
.567
.732
.450
.703
.559
.536
.483
.450
.500
.433
.607
.551
.553
.701
.533
.481
.461
.488
.605
.377
.438
.447
.409
.473
.342

3
.397
.398
.324
.422
.335
.439
.427
.483
.410
.418
.492
.490
.503
.588
.488
.518
.551
.432
.387
.468
.466
.503
.346
.443
.721
.460
.631
.677
.659
.452
.495
.451
.425
.550
.780
.590
.531
.434
.497
.466
.505

4
.363
.403
.278
.440
.390
.442
.472
.384
.492
.441
.416
.644
.392
.525
.447
.496
.426
.416
.326
.415
.537
.406
.408
.457
.449
.496
.417
.488
.540
.380
.633
.442
.422
.409
.480
.556
.813
.390
.401
.553
.471

5
.475
.515
.435
.529
.524
.784
.802
.626
.541
.505
.759
.489
.531
.431
.352
.476
.450
.487
.449
.398
.389
.634
.474
.411
.336
.410
.424
.382
.341
.394
.296
.406
.383
.405
.389
.283
.344
.354
.215
.316
.245

Factor
6
.531
.459
.417
.464
.474
.630
.625
.593
.551
.543
.596
.481
.756
.519
.557
.517
.775
.498
.667
.506
.507
.799
.416
.450
.570
.521
.508
.545
.578
.464
.429
.725
.451
.518
.527
.426
.437
.459
.518
.458
.423
132

7
.359
.358
.249
.409
.299
.327
.400
.403
.461
.510
.266
.526
.367
.495
.334
.433
.294
.284
.387
.329
.296
.375
.293
.300
.461
.383
.318
.402
.435
.251
.440
.438
.192
.310
.403
.369
.467
.369
.420
.394
.875

8
.246
.260
.231
.281
.271
.248
.196
.293
.238
.182
.245
.284
.339
.285
.408
.367
.447
.302
.218
.320
.415
.282
.213
.359
.427
.316
.356
.475
.488
.359
.506
.336
.257
.350
.412
.423
.361
.295
.421
.443
.287

9
.440
.399
.393
.360
.417
.490
.456
.429
.741
.641
.458
.433
.389
.325
.485
.431
.443
.527
.443
.401
.615
.419
.787
.419
.392
.446
.417
.367
.424
.413
.433
.394
.515
.372
.415
.313
.412
.321
.453
.452
.326

10
.336
.275
.269
.273
.465
.396
.477
.301
.243
.233
.303
.317
.454
.331
.220
.382
.455
.458
.286
.289
.565
.293
.304
.469
.428
.306
.507
.500
.444
.346
.174
.321
.534
.584
.324
.439
.244
.561
.436
.440
.228

11
.448
.440
.415
.611
.525
.531
.559
.667
.553
.484
.439
.724
.411
.520
.565
.484
.460
.454
.463
.455
.512
.413
.406
.619
.540
.634
.296
.464
.501
.275
.557
.458
.394
.389
.351
.466
.501
.364
.399
.420
.436

D4
.346
.264
.544
.539
.203
.326
E4
.338
.434
.605
.488
.199
.438
J2
.329
.297
.231
.217
.550
.338
F3
.327
.528
.713
.493
.336
.522
F1
.322
.491
.701
.457
.299
.460
C3
.317
.420
.453
.802
.297
.405
H4
.312
.385
.473
.460
.254
.483
G3
.311
.394
.490
.576
.253
.470
D3
.305
.362
.492
.643
.221
.390
F4
.304
.418
.534
.393
.190
.442
E2
.298
.317
.715
.558
.200
.358
G2
.277
.324
.404
.461
.171
.379
C5
.268
.260
.337
.470
.166
.237
K2
.215
.427
.363
.217
.219
.328
Extraction Method: Maximum Likelihood.
Rotation Method: Promax with Kaiser Normalization.
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.320
.308

.470
.823

.379
.433
.383
.223
.557
.347
.262
.348
.838
.309
.202

.496
.531
.329
.411
.360
.321
.887
.410
.245
.319
.216

.304
.309
.359
.406
.311
.416
.619
.446
.407
.329
.351
.275
.269
.240

.386
.348
.227
.355
.225
.379
.447
.314
.433
.370
.393
.231
.405
.277

.524
.466
.281
.402
.379
.377
.396
.459
.551
.353
.504
.400
.387
.185
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Pilot Study Contact: Administrator
E-mail subject line: Research Help Needed – Effective International Schools Pilot Study

February 17, 2004
Dear (Administrator’s first name),
I hope everything is going well for you both personally and professionally this year.
My doctoral course work is finished and my dissertation proposal has been accepted. Now, I am hoping you can
help me pilot the web-based questionnaire.
I know you are familiar with “Effective Schools” research that has tried to identify characteristics that are common
in schools with better than average student achievement. Although this research has been used as an improvement
blueprint by many schools I am unable to find any effective schools research that has utilized findings from
international schools.
Therefore, I am conducting a study to determine if there is a correlation between “Effective School” characteristics
and the consistently high student achievement in schools like (School name).
With your permission I will ask the (School initials) teachers to complete a web-based questionnaire. This is a pilot
study to prepare for the final questionnaire that will be sent out in early March.
For the statistical analysis, I will also need standardized test information. You, or one of your staff, can send the
standardized test information for (School initials) by going to the website www.effective-international-schools.org,
selecting “test info” and then completing the information sheet.
Although this information will be confidential and used only for statistical purposes, I will gladly share the results
and the final analysis for your school, without identifying teacher information, with you if you so desire.
Thanks for your help.
Sincerely, Jim

James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave
Celebration, Fl 34747
E-mail: jdoran@stetson.edu
Phone: (321) 939-7602
Fax: (321) 939-7606
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Pilot Study First Contact: Teachers

E-mail subject line: Research Help Needed – Effective International Schools Pilot Study

February 19, 2004
Dear (School name) Faculty,
I hope everything is going well for you this year.
My doctoral pursuit is still on track. The course work is finished, I passed my comprehensive exams, my proposal
has been accepted and I hope to defend my dissertation this summer. However, before I do that, I need your help
with the web-based questionnaire that will be the basis for gathering the data needed for my research.
Some of you may be familiar with “Effective Schools” research that has tried, for the last 30 years, to identify
characteristics that are common to schools with better than average student achievement. Although this research has
been used as an improvement blueprint by many international schools I am unable to find any “Effective Schools”
research that has actually utilized findings from international schools. Therefore, I am conducting a study to
determine if there is a correlation between “Effective School” characteristics and the consistently high student
achievement in international schools like your school.
With your (Administrator’s title and last name) permission and the approval of your principals, I am asking all the
teachers at the school to complete a web-based questionnaire. This is a pilot study to prepare the final questionnaire
that will be sent out to schools around the world in March.
You can respond the questionnaire by going to the website www.effective-international-schools.org, selecting
“questionnaire” and answering all the items on the five page document. It should not take you more than 10
minutes. Please do not discuss your answers with your colleagues as I need individual, not group responses, to the
items.
Any comments, criticisms and/or suggestions concerning the questionnaire or the web pages are welcome. You can
send them to me by using the comments box on the “Thank You” page or you can send them directly to me by email: jdoran@stetson.edu
The information you provide will be strictly confidential and will be used only for statistical purposes. Teacher or
school demographic information will not be shared.
Thanks for your help; your cooperation is vital to the success of this project.
Sincerely, Jim

James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave
Celebration, Fl 34747
E-mail: jdoran@stetson.edu
Phone: 321-939-7602
Fax: 321-939-7606
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Questionnaire First Contact: School Administrators
E-mail subject line: Research Help Needed – Effective International Schools
March 31, 2004
(Title) (Administrator’s full name), (Position)
Dear (Title) (Administrator’s last name),
I need your help with my doctoral thesis. I am conducting a study to determine if there is a correlation between
“Effective School” characteristics and the consistently high student achievement in international schools.
You may be familiar with “Effective Schools” research that has tried to identify characteristics that are common in
schools with better than average student achievement. Although this research has been used as a school
improvement blueprint by many schools, including international schools, I am unable to find any effective schools
research that has utilized findings from international schools. After working in these highly successful schools for
more than 25 years I believe we are in a position to make a unique contribution to the educational world by
identifying the characteristics unique to international schools.
(School name) is one of 51 schools that have been selected, through stratified random sampling techniques, to
represent international schools in your region. In order to complete this study, I am requesting standardized test
information from your school and information from your teachers concerning effective school characteristics.
I have tried to make the submission process as easy as possible. If you agree to help me with this research you can
send (School name) standardized test information by going to my website: www.effective-international-schools.org,
clicking on the “Administrators” link on the home page and filling out the standardized test information form.
With your permission I will ask teachers in (School initials) to anonymously complete a web-based questionnaire on
Effective School Characteristics. The results of the questionnaires and the standardized test information will remain
strictly confidential and will only be used for statistical analysis.
I will send the teacher message in a separate e-mail so you may simply forward it to them. Instructions for filling
out the questionnaire will be in that message. Or, if it would be easier, I will send the message directly if you will
send me the faculty e-mail list.
I realize that gathering and sending this information will take some of your valuable time, but I believe the results
will be well worth the effort.
There are no direct benefits or compensation to participants. However I will gladly share your school’s results and
the final analysis with you confidentially if you so desire. I will also present the research findings, without names or
identifying information, at the AAIE conference next year.
Your support of this project is critical to its success. Thank you.
Sincerely,
James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave, Celebration, Fl 34747
E-mail: jdoran@stetson.edu
Phone: 321-939-7602
Fax: 321-939-7606
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Questionnaire Second Contact: School Administrators
E-mail subject line: Research Help Needed – 2ndAppeal
April 5, 2004
(Title) (Administrator’s full name), (Position)
Dear (Title) (Administrator’s last name),
Last week I sent you an e-mail asking for your help with research on Effective International Schools. I hope you
have received it.
If you have already replied, thank you! If not, please take a few minutes to read and respond to the following
message.
I realize how busy you are, especially at this time of year, but I really do need your assistance. I have included a
summary of the original letter, just in case the first one was lost in “cyber-space”.
Sincerely, Jim Doran

(School name) is one of 51 schools around the world that has been selected, through stratified random sampling
techniques, to represent international schools in your region. In order to complete this study, I am requesting
standardized test information from (school initials) and information from your teachers concerning effective school
characteristics.
I have tried to make the submission process as easy as possible. If you agree to help me with this research you can
send your school's standardized test information by going to my website: www.effective-international-schools.org,
clicking on the "Administrators" link on the home page and filling out the standardized test information form.
If you do not use standardized testing, or do not have all grade levels represented at your school, please let me know
and I will send you a form by e-mail. If you would like you could also send any academic information you have in a
form that is convenient to you.
With your permission I will ask teachers in your school to anonymously complete a web-based questionnaire on
Effective School Characteristics. I will send the teacher message in a separate e-mail so you may simply forward it
to them. Instructions for filling out the questionnaire will be in that message.
The results of the questionnaires and the standardized test information will remain strictly confidential and will only
be used for statistical analysis.
I realize that gathering and sending this information will take some of your valuable time, but I believe the results
will be well worth the effort. There are no direct benefits or compensation to participants. However I will gladly
share your school's results and the final analysis with you confidentially if you so desire. I will also present the
research findings, without names or identifying information, at the AAIE conference next year.

Sincerely,

Jim

138

Questionnaire First Contact: Teachers

E-mail subject line: Research Help Needed – Effective International Schools
Dear (School Name) Faculty,
I need your help with some important research I am conducting.
Some of you may be familiar with "Effective Schools" research that has tried, for the last 30 years, to identify
characteristics that are common in schools with better than average student achievement. Although this research has
been used as an improvement blueprint by many international schools I am unable to find any "Effective Schools"
research that has actually utilized findings from international schools. Therefore, I am conducting a study to
determine if there is a correlation between "Effective School" characteristics and student achievement in
international schools like (school name).
With (administrator’s name) permission, I am asking all the (school initials) teachers to complete a web-based
questionnaire.
You can respond to the questionnaire by going to the website www.effective-international-schools.org, selecting
"questionnaire" and answering all the items on the six page document. It should not take you more than 10 minutes.
Please do not discuss your answers with your colleagues as I need individual, not group responses, to the items.
Any comments, criticisms and/or suggestions concerning the questionnaire are welcome. You can send them to me
by using the comments box on the "Thank You" page or you can send them by e-mail to jdoran@stetson.edu
Be assured that the information you provide will be kept strictly confidential and will be used only for statistical
purposes. No individual responses will be identified.
Thanks for your help; your cooperation is vital to the success of this project.
Sincerely,

Jim
James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave,
Celebration, Fl 34747
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Questionnaire Second Contact: Teachers

Subject line: Effective International Schools Research Reminder
Dear (Administrator’s name),
Thank you for your help with my research. So far I have received (number) responses from (School name).
Would you mind sending the letter below to your teachers? Many have probably forgotten about the first request.
As you know, getting the data is often the hardest part of the research process.
The standardized test information I need for your school can be found by going to the website: www.effectiveinternational-schools.org and then clicking on the "Administrators" button.
Again, thank you.
Jim
--------------------------------------------------------------------------------------------------------------------------------------April 13, 2004
Dear (School name) Faculty,
Last week (Administrator’s name) forwarded an e-mail message from me that asked you to fill out a questionnaire
on the Characteristics of Effective Schools. (School name) is one of 51 schools selected in a random sample of
international schools. Therefore your responses are very important as they statistically represent the opinions of
international teachers around the world.
If you have already completed the questionnaire, please accept my sincere thanks. If not, please do so today by
going to www.effective-international-schools.org and selecting "questionnaire".
I am especially grateful for your help because it is only by asking caring teachers like you that I am able share the
good things we do in international education to improve education for all students.
If you did not receive the original message or were not able to fill out the questionnaire due to your busy schedule,
please do so today. It only takes a few minutes.
Again, go to www.effective-international-schools.org and select "questionnaire". If you have any questions, please
contact me by e-mail: jdoran@stetson.edu
Thank you,
Jim
James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave
Celebration, Fl 34747
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Questionnaire Third Contact: Administrators

Subject Line: Desperate Plea from a Desperate Doctoral Candidate
May 3, 2004
(Administrator’s title, full name, and position)
(School name)
Dear (Administrator’s first name),
I really need your assistance. Over the past two months, I have sent you messages requesting your help in an
important research project on Effective School Characteristics in International Schools. As the (School name) has
been selected by a stratified random sample your information is crucial to the validity of my research. Many schools
have already replied to my pleas, but unfortunately not enough have answered for a valid analysis.
I asked for two things in the previous e-mails: standardized test data and teacher responses to a web-based
questionnaire. I realize that for many of you the school year is drawing to a close. If you and the (School initials)
staff can still collate and enter the standardized test information, I would certainly appreciate it. Please go to
www.effective-international-schools.org, select administrators, and enter the scores. (You can also send it to me in
any form that is more convenient for you.) If you do not use standardized tests, I can note that in my analysis.
I need your help. The teacher responses to my questionnaire are crucial to the research. I urgently need their input
to complete my writing this summer.
Would you please forward the following teacher message them? .
Thanks for your support; this is a desperate plea from a desperate doctoral candidate!
Sincerely, Jim
James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave
Celebration, Fl 34747
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Teacher Message:
Subject Line: Desperate Plea from a Desperate Doctoral Candidate
May 3, 2004
Dear (School name) Faculty,
I urgently need your help to complete my doctoral dissertation. I have been an international school educator for the
past 25 years and I know how hard you work and what great schools you work in. Therefore, I am centering my
research on schools like (School initials) as I believe you are in a position to make a unique contribution to the
educational world.
I know many of you are familiar with “Effective Schools” research that has tried, for the last 30 years, to identify
characteristics that are common to schools with better than average student achievement. Although the findings have
been used as an improvement blueprint by many international schools I am unable to find any “Effective Schools”
research that has actually utilized information from schools like the (School name).
Therefore, I am asking the (School initials) faculty to complete a web-based questionnaire by going to
www.effective-international-schools.org, selecting “questionnaire”, and answering all the items on the six page
document. This task will take you less than 10 minutes to complete.
The information you provide will remain strictly confidential and will only be used for statistical purposes. Your
comments are also welcome and can be entered on the “Thank you” page at the end of the document.
As I told (Administrator’s title and name), this is a desperate plea from a desperate doctoral candidate who needs
your responses to complete my dissertation this summer. Thanks for your support.
Sincerely,

Jim
If you have any questions, please do not hesitate to contact me at: jdoran@stetson.edu
James A. Doran
Stetson University - Celebration Campus
800 Celebration Ave
Celebration, Fl 34747
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Questionnaire Third Contact: Teachers

(Administrator’s tile, full name, position),
(School Name)
Dear (Administrator’s first name),
Thank you for your help over that past few weeks. Last week's "desperate plea" resulted in a flurry of teacher
responses. As of this weekend I have received (number) complete questionnaires from the (School Name) faculty.
However, I have found that it takes 2-3 reminders and a few desperate pleas to get the maximum response rate.
May I impose on you one more time? Would you please forward the following teacher message to them? Hopefully
I can get a few more responses from the (School Name) faculty before the end of the school year ends for most
international schools. I will end data collection May 30, so I only have a couple more weeks to get the maximum
responses needed for a "statistically significant" study.
Sincerely, Jim
Teacher Message:
May 10, 2004
Dear (School Name) Faculty,
Thank you for your reply to my desperate plea for research help. I have received (number) responses from the
(School Name) teachers so far. Your support has been heart warming.
If you have already completed the questionnaire, please accept my sincere thank you. If you have not already
completed the questionnaire, please do so today by going to http://www.effective-international-schools.org and
selecting "questionnaire".
I know this is a busy time of the year, but the survey takes less than 10 minutes to complete and your answers will
provide educational information unattainable in any other manner. Data collection will end on May 30, so I need
your reply soon.
Again, if you could, please go to http://www.effective-international-schools.org and add your opinion to this
important study.
Sincerely,
Jim
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APPENDIX D: WEB BASED QUESTIONNAIRE

144

Home Page

145

Test Information Submission Form

146

Teacher Questionnaire

Page 1 of 6

147

Page 2 of 6

148

Page 3 of 6

149

Page 4 of 6

150

Page 5 of 6

151

Page 6 of 6

152

Questionnaire Thank You Page

153

REFERENCES

Ainscow, M. (1991). Effective Schools for All. London,Baltimore, Md.: D. Fulton ; Distributed
exclusively in North America by P.H. Brookes Pub. Co.
Austin, G. R. (1978). Process Evaluation: A Comprehensive Study of Outliers. Baltimore:
Maryland State Department of Education.
Baldwin, L., Freeman, C., Fardig, D., Thomas, R. (1993). School Effectiveness Questionnaire
(Manual) (No. 08-910812). San Antonio: The Psychological Corporation.
Beare, H., & Slaughter, R. (1993). Education for the twenty-first century. London ; New York:
Routledge.
Brewster, J. C. (2002). International Schools., Childhood Education (Vol. 78, pp. 367).
Brookover, W. B., Beady, C., Flood, P., Schweitzer, J., & Wisenbaker, J. (1979). School social
systems and student achievement : schools can make a difference. New York: Praeger.
Brookover, W. B., & Erickson, E. L. (1975). Sociology of education. Homewood, Ill.: Dorsey
Press.
Brookover, W. B., Schweitzer, J. G., Schneider, J. M., Beady, C. H., Flood, P. K., &
Wisenbaker, J. M. (1978). Elementary school climate and school achievement. American
Educational Research Journal, 15, 301-318.
Carnahan, K., & Coletti, C. (2003, 8/26/03). SAT® Verbal and Math Scores Up Significantly
as a Record-breaking Number of Students Take the Test. Retrieved August 2, 2004
Cockburn, L. (2002). Children and Young People Living in Changing Worlds., School
Psychology International (Vol. 23, pp. 475): Sage Publications, Ltd.

154

Cohen, E. (1977). Expatriate Communities. Current Sociology/Sociologie Contemporaine, 24(3),
5-133.
Coleman, J. S. (1967, 10/21). The Concept of Equality of Educational Opportunity, Baltimore,
MD.
Coleman, J. S., Cambell, E. Q., Hobson, C. J., McParland, J., Mood, A. M., Weinfeld, F. D., et
al. (1966). Equality of educational opportunity. Washington, DC: U.S. Government
Printing Office.
Coleman, J. S., Hoffer, T., & Kilgore, S. (1981). Public and Private Schools: A Report to the
National Center of Education Statistics by the National Opinion Research Center.
Chicago: National Opinion Research Center, University of Chicago.
Comer, J. P., Edmonds, R. R., & (1989). A conversation between James Comer and Ronald
Edmonds : fundamentals of effective school improvement. Dubuque, Iowa: Kendall/Hunt
Pub. Co.
Cotton, K. (2000). The Schooling Practices That Matter Most. Alexandria, Virginia: Association
for Supervision and Curriculum Development.
Cox, C. B., Boyson, R., & Amis, K. (1975). Black paper 1975 : the fight for education. London:
Dent.
Cox, C. B., Dyson, A. E., & Amis, K. (1968). Fight for education: a Black Paper. London,:
Critical Quarterly Society.
Coyle, L. M. W., Ann E. (1992). Transforming the idea into action., Urban Education (Vol. 26,
pp. 390): Sage Publications Inc.

155

Cuttance, P. (1982). Reflections on the Rutter ethos: The professional researchers' response to
'Fifteen Thousands Hours: Secondary Schools and Their Effects on Children'. Urban
Education, 16(4), 483-492.
David, J. L. S., P.M. (1991). From effective schools to restructuring: A literature review. Menlo
Park, CA: SRI International.
Davis, G. A., & Thomas, M. A. (1989). Effective schools and effective teachers. Boston: Allyn
and Bacon.
Day, M. (2003, July 10, 2003). Poland Monthly. Retrieved 6/12/04, 2004, from
http://www.polandmonthly.pl/stories/cover_july2003.htm
Degenhart, J. L. D. E. D. Y. P. I. U. o. W., & Advisor: Chairman Maurice, W. (1990). A
correlational study of teacher perceptions of effective schools characteristics and student
achievement in various socioeconomic status groups. DAI, 51, no. 06A.
Dillman, D. A. (2000). Mail and Internet Surveys: The Tailored Made Design (2nd ed.). New
York: John Wiley & Sons, Inc.
Duevel, L. M. (1999). The International Baccalaureate experience: University perseverance,
attainment, and perspectives on the process. DAI, 60(11A), 145.
Edmonds, R. (1979). Effective Schools for the Urban Poor. Educational Leadership, 37(1), 15.
Edmonds, R. (1982). Programs of School Improvement: An Overview., Educational Leadership
(Vol. 40, pp. 4): Association for Supervision & Curriculum Development.
Entwisle, D. R., Alexander, K. L., & Olson, L. S. (1997). Children, schools, and inequality.
Boulder, Colo.: Westview Press.
Foster, K. (2001). Postcards from Schools on Three Continents. (Cover story), Technology &
Learning (Vol. 21, pp. 30): CMP Media LLC.

156

Gillies, W. D. (2001). American International Schools: Poised for the Twenty-First Century.,
Education (Vol. 122, pp. 395): Project Innovation.
GMAC. (2002, February). Global Relocation Trends 2001 Survey Report. Retrieved 6/15/04,
2004, from http://www.gmacglobalrelocation.com/WhitePapers/2001Survey.pdf
GMAC. (2003, February). Global Relocation Trends 2002 Survey Report. Retrieved 6/15/04,
2004, from http://www.gmacglobalrelocation.com/whitepapers/2002survey.pdf
Good, T. L., Brophy, J.E. (1986). School effects. In M. Wittrock (Ed.), Third Handbook of
Research on Teaching (pp. 570-602). New York: Macmillan.
Goodlad, J. I. (1984). A place called school : prospects for the future. New York: McGraw-Hill
Book Co.
Gray, J. (2001). Using the Past To Plan the Future: Making Sense of Almost Four Decades of
Research. School Effectiveness and School Improvement, 12(2), 259-263.
Hanushek, E. A. (1986). The economics of schooling: Production and efficiency in public
schools. Journal of Economic Literature, 24, 1141-1177.
Hayden, M. C. R., B. A. Thompson, J. J. (2000). Being International: student and teacher
perceptions from international schools., Oxford Review of Education (Vol. 26, pp. 107):
Carfax Publishing Company.
Higdon, M. A. (1987). A Study of the Correlation between Student Achievement and Effective
Schools Correlates in Selected Wyoming High Schools. DAI, 49(06A), 161.
Hoff, D. J. (1999). Echoes of the Coleman Report., Education Week (Vol. 18, pp. 33): Editorial
Projects in Education.
The ISS Directory of International Schools 2003-2004. (2003). (23rd ed.). Princeton, N.J.: The
Backes Group.

157

Jencks, C. (1972). Inequality; a reassessment of the effect of family and schooling in America.
New York,: Basic Books.
Jupitermedia. (2004, Aug. 3, 1999). What Makes a Great Web Site? Retrieved January 10, 2004,
2004, from http://webreference.com/greatsite.html
Kaklamanos, K. W. (2002). An evaluation of an adolescent treatment program for alcohol and
drug use. DAI, 63(11B), 314.
Kellison, D. W. (2001). Who Contaminated the Effective Schools Movement? Retrieved
September 1, 2003, from http://www.aasa.org/publications/sa/2001_06/colkellison.htm
Lamendola, B. (2002). Effective school correlates in high-performing, high-poverty elementary
schools in a large urban district in New York State. DAI, 63(03A), 114.
Larkin, D. (2004). E-mail Exchange. In J. A. Doran (Ed.). Riyadh, Saudi Arabia.
Levin, H. M. (2001). The International Handbook of School Effectiveness Research (Book
Review). Comparative Education Review (Vol. 45, pp. 168): Comparative &
International Educational Society.
Lezotte, L. W. (1992c). `Principal' insights from effective schools. (Cover story), Education
Digest (Vol. 58, pp. 14): Prakken Publications.
Lezotte, L. W. (1992d). Learn from Effective Schools., Social Policy (Vol. 22, pp. 34): Organize
Training Center, Inc.
Lezotte, L. W., & Jacoby, B. C. (1990). A guide to the school improvement process based on
effective schools research. Okemos, Mich.: Effective Schools in cooperation with
Michigan Institute for Educational Management.
Lezotte, L. W., & Pepperl, J.-A. C. (1999). The effective schools process : a proven path to
learning for all. Okemos, Mich.: Effective Schools Products.

158

Luyten, H. (1994). Stability of school effects in Dutch secondary education: The impact of
variance across subjects and years. International Journal of Educational Research, 21(2),
197-216.
Madaus, G. F., Airasian, P. W., & Kellaghan, T. (1980). School effectiveness : a reassessment of
the evidence. New York: McGraw-Hill.
Microsoft. (2004). Computer May Stop Responding When Scrolling Through Web Page.
Retrieved January 8, 2004, 2004, from
http://support.microsoft.com/default.aspx?scid=http://support.microsoft.com:80/support/k
b/articles/q175/1/48.asp&NoWebContent=1
Miller, K. (2003). Overseas Schools Advisory Council Worldwide Fact Sheet. Retrieved 11/4,
2003, from www.state.gov/m/a/os/
Mullis, I. V. S., Jenkins, F., Johnson, E. G., Educational Testing Service., & National Center for
Education statistics. (1994). Effective schools in mathematics : perspectives from the
NAEP 1992 assessment. Washington, D.C.: Office of Educational Research and
Improvement, U.S. Dept. of Education.
Murnane, R. J. (1975). The impact of school resources on the learning of inner city children.
Cambridge, Mass.: Ballinger Pub. Co.
NCES. (2002). Digest of Education Statistics, 2002, Chapter 2. Elementary and Secondary
Education. Retrieved July 18, 2004, 2004, from
http://nces.ed.gov/programs/digest/d02/ch_2.asp
Nicklas, J. M. (2001). What's Your Opinion on the Future of International Education? Retrieved
6/15/04, 2004
Owens, R. G. (1998). Organizational behavior in education (6th ed.). Boston: Allyn and Bacon.

159

Payne, K. J., & Biddle, B. J. (1999). Poor school funding, child poverty, and mathematics
achievement. Educational Researcher, 28(6), 4-13.
Perlez, J. (2002). With Expatriates' Schools Shut, Some Say They Will Flee Jakarta in Fear for
Children., New York Times (Vol. 152, pp. A12).
Phillips, M., J. Crouse, and J. Ralph. (1998). The black-white test score gap. Washington, D.C.:
Brookings Institution Press.
Popham, W. J. (1993). Educational evaluation (3rd ed.). Boston: Allyn and Bacon.
Prag, N. (2003). Strength in cultural diversity. Retrieved 10/10, 2004, from
http://www.eubusiness.com/imported/2003/06/111798
Pruitt, A. J. (2002). A study of the relationship between instructional leadership styles of
principals in higher performing public schools and minimum performing public schools.
DAI, 63(08B), 102.
Purkey, S. C., & Smith, M. S. (1982). Too Soon to Cheer? Synthesis of Research on Effective
Schools., Educational Leadership (Vol. 40, pp. 64): Association for Supervision &
Curriculum Development.
Purkey, S. C., & Smith, M. S. (1983). Effective schools: A review. Elementary School Journal,
83, 427-452.
Raiche, J. J., Magnuson-Martinson, S., Mullaney, P., Educational Cooperative Service Unit of
the Twin Cities Metropolitan Area., & Multidistrict Consortium for Long-Range
Planning (Minnesota). (1983). School improvement : research-based components and
processes for effective schools. Minneapolis, Minn.: Published by the Educational
Cooperative Service Unit of the Metropolitan Twin Cities Area, in cooperation with the
Multidistrict Consortium for Long-Range Planning.

160

Raudenbush, S. W., & Willms, J. D. (1995). The Estimation of School Effects. Journal of
Educational and Behavioral Statistics, 20(4), 307-335.
Reay, D. (2002). Carrying the beacon of excellence: social class differentiation and anxiety at a
time of transition., Journal of Education Policy (Vol. 17, pp. 321): Taylor & Francis Ltd.
Reynolds, D., & Cuttance, P. (1992). School effectiveness : research, policy, and practice.
London, England ; New York, NY, USA: Cassell.
Rickover, H. G. (1959). Education and freedom ([1st ed.). New York,: Dutton.
Rutter, M. (1979). Fifteen thousand hours : secondary schools and their effects on children.
Cambridge, Mass.: Harvard University Press.
Sammons, P. (1994). Findings from School Effectiveness Research: some implications for
improving the quality of schools. London: Cassell.
Sammons, P., Thomas, S., & Mortimore, P. (1997). Forging links : effective schools and
effective departments. London: P. Chapman Pub.
Scheerens, J. (1997). Conceptual Models and Theory-Embedded Principles on Effective
Schooling., School Effectiveness & School Improvement (Vol. 8, pp. 269): Swets &
Zeitlinger, BV.
Scott, R., & Walberg, H. J. (1979). Schools alone are insufficient: A response to Edmonds.
Educational Leadership, 37(1), 15.
Silver, H. (1994). Good schools, effective schools : judgements and their histories. London ;
New York, NY: Cassell.
Smrekar, C. E., & Owens, D. E. (2003). "It's a Way of Life for Us": High Mobility and High
Achievement in Department of Defense Schools. Journal of Negro Education, 72(1),
165-177.

161

Spatz, J. L., Valdes, A.L., McCormick, W.J., Myers, J. and Geppert, W.J. (1977). Delaware
Educational Accountability System Case Studies Elementary Schools Grade 1-4. Dover:
Deleware Department of Public Instruction.
Stemler, S. E. (2001). Examining School Effectiveness at the Fourth Grade: A Hierarchical
Analysis of the Third Iternational Mathematics and Science Study (TIMSS). Boston
College, Lynch Graduate School of Education, Boston.
Summers, A. A. a. W., B.L. (1977). Do schools make a difference? American Economic Review,
67, 639-652.
Taylor, B. O. (2002). The Effective School Process: Alive and Well. Phi Delta Kappan, 83(5),
375-378.
Teddlie, C., & Reynolds, D. (2000). The international handbook of school effectiveness
research. London ; New York: Falmer Press.
The Plowden Committee Report. (1967). Children and Their Primary Schools. London: HMSO.
Thrupp, M. (2001). Recent School Effectiveness Counter-critiques: problems and possibilities.,
British Educational Research Journal (Vol. 27): Carfax Publishing Company.
Vogt, W. P. (1999). Dictionary of statistics & methodology : a nontechnical guide for the social
sciences (2nd ed.). Thousand Oaks, Calif.: Sage Publications.
Weber, G. (1971). Inner-City Children Can Be Taught to Read - Four Successful Schools.
Washington, DC: Council for Basic Education.
Webopedia. (2004). What is Active Server Pages? - A Word Definition From the Webopedia
Computer Dictionary. Retrieved July 30, 2004, from
http://www.webopedia.com/TERM/A/Active_Server_Pages.html

162

White, J., & Barber, M. (1997). Perspectives on School Effectiveness and Improvement. London:
Institute of Education, University of London.
Wolf, C. (1969). Garrison community; a study of an overseas American military colony.
Westport, Conn.,: Greenwood Pub. Corp.
Wong, K. K. N., Anna C. ( 2004). Brown v. Board of Education and the Coleman Report: Social
Science Research and the Debate on Educational Equality. Peabody Journal of
Education, 79(2), 122-135.
Yan, W. (1999). Successful African American students: The role of parental involvement. The
Journal of Negro Education, 68(1), 5.
Zajda, J. (2002). International Schools and International Education (Book). International Review
of Education (Vol. 48, pp. 142): Kluwer Academic Publishing.
Zigarelli, M. A. (1996a). An Empirical Test of Conclusions from Effective Schools Research.
Journal of Educational Research, 90(2), 103-110.
Zigarelli, M. A. (1996b). An empirical test of conclusions from effective schools... DE SCHOOLS SO - Journal of Educational Research PD - Nov/Dec96, Vol. 90 Issue 2,
p103 PG - 8p IL - 4 charts.

163

